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ABSTRACT
Case Study of the Conceptualization and Implementation
of a Situational Assessment Program at Punahou
Academy, Honolulu, Hawaii
February 1982
Winston Healy, Jr., B.A., Williams College
M.A., University of Hawaii, Ed.D., University of Massachusetts
Directed by: Dr. Kenneth H. Blanchard
This case study records the conceptualization and implementa-
tion of an alternative to traditional teacher evaluation, Situational
Assessment.
Traditional teacher evaluation focuses on the rating and
review of teacher performance. Situational Assessment, by contrast,
focuses on growth, emphasizing planning, and day-to-day coaching and
counselling. Whereas traditional evaluation is based upon a single
supervisory style, Situational Assessment advocates varying the
supervisory style. Traditional teacher evaluation requires external
control while Situational Assessment helps teachers develop more
control
.
Situational Assessment builds upon Situational Leadership,
developed by Paul Hersey and Kenneth H. Blanchard. This theory
argues that there is no "best" leadership style; appropriate style
depends on the situation. Effective leaders are able to adapt the
amount of direction (task behavior) and support (relationship behavior)
IV
they provide according to the maturity level of followers (their
ability and willingness to perform). Situational Assessment pro-
poses three basic supervisory styles, directive, collaborative, and
non-directive, which may be linked with the supervisory needs of each
teacher, much as the Hersey/Blanchard model proposes a link between
leadership style and maturity of follower.
The case study describes the rationale for Situational Assess-
ment, the diagnosis of the environment into which Situational Assess-
ment was introduced, the change strategies used in implementation, and
the pre- and post-studies of faculty attitude toward this program
and traditional evaluation. The study concludes with suggestions for
Superintendents, Principals, and teachers who might consider adopting
such a program in their own schools.
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CHAPTER I
RATIONALE AND PURPOSE OF THIS DISSERTATION
1.1 Introduction
In education the process called teaching is considered to have
three basic components: planning, day-to-day coaching (teaching),
and review (testing). Educational administrators expect to see
evidence that teachers plan, including setting objectives and de-
vising strategies to meet these objectives. Coaching, which most
often takes place in the classroom, includes such activities as
questioning, drilling, modeling, and practicing desired behaviors.
Finally, the results of planning and coaching are reviewed, usually
by means of oral and written tests and observation. Although one
component may receive more attention than another, successful teach-
ing is usually a blend of all three.
The process of teaching (supervising) teachers involves these
same three components. A successful supervisor shot 1 d plan to
improve instruction by setting goals and devising strategies to
meet those goals. He or she should "coach" teachers (by example,
rewards, practice, feedback, dialogue, etc.). Finally, teaching
should be reviewed or evaluated so that new planning, new goal -setting
,
may take place. While this cycle of planning, coaching, reviewing,
and re-planning is well established in the process cf teaching
students, it is lacking in the supervision (teaching) of teachers.
1
2Instead, the process of teacher supervision inappropriately focuses
on the review component, often ignoring the planning and coaching
components altogether.
The reasons for this over-emphasis on review are many. Time
for the task of teacher supervision is limited, and few supervisors
are well trained in the basic skills of all three components. We
live in an era of accountability which is exacerbated by declining
enrollments, declining numbers of positions for teachers, and demands
from the public for competency of both teachers and students. The
force of tradition is also paramount: supervisors emphasize teacher
review because this is the way it has "always been done."
The purpose of this dissertation is to devise and implement
a program which gives more emphasis to the elements of planning and
coaching in the process of teacher supervision. The program which
evolved, called the Situational Assessment Program, is intended to
accommodate the individual needs and styles of teachers. This in-
tention places it in sharp contrast to the characteristically mono-
lithic and authoritarian nature of "traditional" supervision. The
theory for this model of supervision was drawn primarily from Paul
Hersey's and Ken Blanchard's model of Situational Leadership.
This author's indebtedness to the Hersey and Blanchard model is
evident throught the dissertation.
Since secondary schools are under considerable pressure to
maintain and improve the quality of faculty, it is probable that
the Situational Assessment Program will be useful to other admin-
istrators. Moreover, since the case study offers a detailed history
3of the implementation of this program, administrators will be able
to gather information about the process of implementation as well
as about the program itself.
Given that a more successful process could be developed to
supplant traditional teacher supervision, the problem of implement-
ing such a change remains formidable. Change which takes place
because it is "forced" by a person occupying a position of consider-
able authority is often less likely to last than change which evolves
from an involved constituency. In fact, the negative repercussions
of the assertion of position power are one of the primary objections
of teachers to teacher evaluation. Concepts from the field of
organizational psychology and organizational development therefore
were used to implement the Situational Assessment Program at Punahou.
The remainder of this chapter will describe the rationale and
purpose of the case study of the Situational Assessment Program.
Terms pertinent to the case study will be defined and the significance
and limitations of the study will be described. Finally, a brief
overview of the organization of the remainder of the dissertation
will be provided.
1.2 Rationale and Purpose
of the Study
Theoretically the rationale for an evaluation of teaching is
two-fold: it is necessary for administrative decisions such as tenure
and promotion, and it is necessary for teacher growth and improvement
of learning environments. Examination of most American schools
4demonstrates that the evaluation process, such as it is, involves
a leader and followers. The leader, whether principal or supervisor,
usually determines the goals for evaluation, the method of evalua-
tion, and the purpose of evaluation. Little, if any, emphasis is
placed on planning or coaching for improvement.
Communication about evaluation is typically "one-way"; the
supervisor reviews and informs the teacher of his or her findings,
which often have been based on previously unannounced criteria.
Problems and dysfunctions are implicit in such a system.
As will be demonstrated in Chapter II, "Survey of the Liter-
ature," the result of the research and practice do not provide
models of evaluation which are applicable to all teachers. The
research which led Hersey and Blanchard to the Situational Leader-
ship model was influential in developing a new theory of supervision.
The Hersey and Blanchard model is useful because it provides a theo-
retical basis for acknowledging and responding to the differing
supervisory needs of different teachers.
Situational Leadership is useful in that it corrects the
primary dysfunction of teacher evaluation: the treatment of all
teachers as if they had to be closely observed according to standard-
ized criteria for the purpose of comparative rating. In Situational
Leadership terms, traditional evaluation makes the incorrect assump-
tion that all teachers fall into the first quadrant of the four-
quadrant supervisory model.
Critics of evaluation have long held that the threat of rating
or review inhibits growth. In essence they are asking why a credible
system couldn't be made flexible or variable enough to eliminate the
5rating function for most teachers while keeping the rating function
only for those teachers for whom it would be appropriate. In any
given year only a small percentage of teachers is considered for
tenure, promotion, or dismissal, yet appraisal systems have been
devised as if aV\_ teachers needed to be rated, or at least as if the
goals of rating and growth were reconcilable. (That they are per -
ceived by teachers to be irreconcilable is enough to make them
dysfunctional, as a review of the literature indicates.)
In formulating a new model of supervision it was first
necessary to discover the primary goals of traditional supervision,
which actually proved to be review or evaluation rather than teacher
growth. Research, however, has established no reliable criteria or
standards according to which teachers may be evaluated. Indeed, we
may never find relationships between cause and effect, teaching and
learning, which will allow us to define the teaching process in ab-
solutes which can be reliably tested. This study is based upon the
premise that in the absence of defined, agreed upon, absolute desired
outcomes for teaching, a more reasonable goal for teacher assessment
would be growth, and the central goals of a teacher assessment
program should be the enhancement and extension of self improvement.
The Situational Assessment Program, therefore, adopts the situational
model of leadership in assuming that promoting growth is to be the
central goal of the program.
This goal of individual growth distinguishes the Situational
Assessment Program from traditional evaluation's emphasis on rating
according to implicit norms. Another assumption in traditional
6evaluation is that a relationship exists between teacher and super-
visor which is at best called helper-helpee; at worst it is called
superior-subordinate or dominator-dominated
. The theory of the
Situational Assessment Program, on the other hand, is that the rela-
tionship of supervisor and teacher can and should be geared to the
individual teacher's need and to his or her current level of
maturity, with the goal of helping him or her to develop, to require
progressively less external control, and to gain self control. This
goal places the Situational Assessment Program in fundamental agree-
ment with much of modern behavioral science theory; e.g., see Hersey
and Blanchard, Argyris, Maslow, and others.
Since the Situational Assessment Program is a new concept,
there is little literature about it. Contingency contracting and
management by objectives programs have been implemented in certain
school systems. Administrators contemplating the implementation of
such evaluation programs could find literature describing how others
have coped with the implementation of such innovations. There are
subtle differences between these programs and the Situational
Assessment Program, and thus there must be differences in the strategy
of implementation.
This case study will make it possible for an administrator
contemplating implementing a program such as the Situational Assess-
ment Program to see how one school has approached the two-fold problem
of conceptualization and implementation. First, what research sug-
gests the value of Situational Assessment Program? Second, what
strategies are particularly useful in implementing such a program at
a high school level ?
7In conclusion, the purpose of this case study is to apply
Situational Leadership theory to the task of teacher supervision,
resulting in what we have called the Situational Assessment Program.
This study also documents the historical record of implementation
of the program, making it possible for others to know the strategies
of implementation, the problems of implementation, and the benefits
and shortcomings of the program. The final chapter analyzes the
effectiveness of the program and the implementation process.
The study addresses these specific questions:
1. What does research have to say about teacher evaluation
and supervision?
2. What does Situational Leadership theory have to contribute
to supervision and the evaluation of teaching?
3. What strategies of change should be employed during the
implementation of this new program?
4. What successes and failures occurred during the imple-
mentation process?
5. What suggestions can be made to others who are consider-
ing a new model for evaluation?
1.3 Definition of Terms
1.3.1 Traditional Evaluation
The term "traditional evaluation technology," or
"traditional evaluation," will be used as a contrast to the situational
program. Traditional teacher evaluation is characterized by a super-
ordinate judging a subordinant according to arbitrary and implicit
preconceived norms. Typically, for example, in traditional evaluation
8programs the principal judges the teacher's effectiveness according
to criteria which are not always explicit and usually not agreed
upon by the principal and teacher. The teacheris treated with an
S-l style regardless of his or her maturity or motivation. The
exception to this generalization is the system which leaves its
teachers alone (unsupervised) until a crisis, complaint, or other
exigency leads to highly task-oriented supervision. The teacher
in this case is left with the feeling of having been ignored and
then "zapped," which is highly frustrating and dysfunctional to
growth. Little emphasis is placed upon the individual needs or
maturity of the teacher being supervised.
1.3.2 Situational Assessment Program
The Situational Assessment Program, on the other hand,
is characterized less by the principal's assunpti ons about effective
teaching and effective learning and more by the teacher's assump-
tions about effective teaching and effective learning. The second
characteristic of the Situational Assessment Program is that its
goal is the effective growth of the teacher. Growth is defined as
behavior modification in the direction of increased effectiveness
in the areas of teaching. Demonstrable improvement over the past
lays the basis for the claim of even more satisfactory future per-
formance (Thompson, 1967). An additional goal for growth which
sets the Situational Assessment Program apart from traditional eval-
uation is taken from Hersey and Blanchard: . .to help a person
to develop, to require progressively less external control, and to
9gain more and more self control" (Haney in Hersey & Blanchard,
1977, p. 182).
The Situational Assessment Program is also characterized by
its effort to diagnose the "assessment" needs of each teacher and
to correlate these needs with an appropriate supervisory and assess-
ment style. The program as defined contains four basic options for
assessment, any one of which may include fruther options as to
composition of teams and the choice of assessment instrument. These
options are intended to correspond to the level of maturity of the
teacher. The components of maturity are taken from such theorists
as Rensis Likert and will be defined further in later chapters.
Another characteristic of the Situational Assessment Program
is in the essential relationship between teacher and supervisor. The
Situational Assessment Program attempts to define and negotiate an
agreement between teacher and supervisor as to the study under which
a teacher would most effectively grow. Thus, the relationship between
teacher and supervisor could be superior-subordinate , collegial, or
even what Hersey and Blanchard call "low task/low relationship." It
is clear that significant growth under certain circumstances, such as
coercion, may not be effective growth. For example, behavior change
under coercion can be significant but may cause residual resentment
which is counterproductive in the long run. This writer encountered
resistance based on resentment toward the more authoritarian traditional
evaluation system which had been used prior to 1975 at Punahou. This
resentment was encountered in both superior teachers, who had pre-
sumably grown over the years, as well as from those who had more or
10
less stayed the same in spite of negative and positive feedback
provided them.
A final characteristic of the Situational Assessment Program
lies in its emphasis on coaching. Situational Assessment assumes
that different teachers will respond to different strategies of
coaching and feedback. Some will prefer feedback from one adminis-
tartor or peer to that of another, while others will prefer the ob
jectivity of a forced choice scale or other such instrument. For
example, under Situational Assessment a teacher might plan to improve
his skills in promoting inquiry learning as one desired goal. He
might then engage a fellow faculty member to provide objective infor-
mation about the interaction patterns in his classroom either on a
daily basis or on an intermittent basis, and either by means of in-
formal discussion or a formal instrument such as the Flanders Inter-
action Analysis (FIA). Under traditional supervision it is probable
that the subject of inquiry learning might not even be mentioned in
spite of the fact that it was a perceived need of the teacher himself.
Traditional evaluation is usually haphazard and sporadic; Situational
Assessment has the flexibility to be focused and frequent if that is
the need of the teacher.
In summary, the Situational Assessment Program is designed to:
A. Promote and assess individual teacher growth by
B. Establishing a Situational Assessment Program which
C. Will diagnose the "assessment needs" of each teacher and
D. Correlate teacher needs with appropriate assessment
methodology.
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1.3.3 Phases of Situational
Assessment: Goal Setting
,
Coaching, and Reviewing
The Situational Assessment Program is a method or process
for promoting teacher growth in such a way that the teacher may be
held accountable. The process has three phases: planning or goal
setting, coaching, and reviewing. The goal setting phase begins with
an orientation to Situational Assessment, which is intended to moti-
vate the teacher and clarify the method for achieving growth.
The goal setting orientation is an opportunity to compare and
contrast traditional and Situational Assessment. (See Diagram 1.1.)
Situational Leadership theory is used to show how different leadership
styles are effective or successful or both according to the needs of
the followers and the situation. The relationship of "supervisory
style" is then related to the "maturity" of followers and situation.
(See Diagram 1.2.) Three basic styles are defined. The Directive style,
characterized by setting standards and supervising, most closely
resembles SI leadership and is most effective for teachers of lower
maturity. The Collaborative style, characterized by negotiation,
individual goal setting, and problem solving, most closely resembles
S2 or S3 leadership and is most effective for teachers of moderate
maturity. The Non-directive style, characterized by the absence of
outside supervision, most closely resembles S4 leadership and is
most effective only for the most mature (self-actualized) teacher.
The individual goal setting process consists of a self-
assessment to determine supervisory style, selection of team, diag-
nosis of individual needs, goal setting, and selection of evaluation
Traditional
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methods. The coaching process consists of feedback about goals,
discussions about progress, suggestions for alternatives for reaching
goals, etc. This process can be intensive and individualized, much
like individual tutoring or coaching. The review process simply
relates the goals and clarifies progress, if any, made toward those
goals. Teachers are encouraged to make their "final" step the first
step in the process of formulating new goals for another Situational
Assessment Program.
In practice, a Situational Assessment Program usually takes
one to one and one-half school years. Programs are infrequently
monitored by the administration (usually by means of short progress
reports), but an end-of-program report to the principal is required.
The extrinsic reward given at Punahou for successful completion of a
program is an extended contract of five years.
1.3.4 Evaluation, Assessment
and Supervision
Throughout the dissertation the terms "evaluation" and "assess-
ment" are used. In the context of supervision of teaching, evaluation
means to determine the value, significance, or worth of a teacher by
careful appraisal and study. In actuality, evaluation is best char-
acterized by the i ntent to determine value, significance, or worth,
because traditional evaluation is often accomplished with less than
careful appraisal and study on the part of the supervisor.
The meaning of assessment, on the other hand, grows from
assidere meaning "to sit beside, to assist in the office of a judge"
(Oxford English Dictionary, 1914, Vol . 9). Thus, the intent of
15
assessment is to "assist by appraisal." Assessment is intended to
connote the process of giving non-judgmental (non-eval uati ve) feed-
back for the purposes of assisting growth. The contrast between
these two words symbolizes the contrast between the Situational
Assessment Program and traditional evaluation.
"Supervision," a term denoting "critical watching or directing,"
is given a different meaning in this study. By supervision is meant
oversight from any of several stances or styles. Hersey and
Blanchard emphasize varying leadership styles; similarly this dis-
sertation argues the need for several supervisory styles somewhat
akin to leadership styles. As will be further clarified in later
chapters, supervisory styles range from directi ve/authoritarian to
collaborative/assisting and non -directive/ laissez-faire .
1.4 The Significance of the Situational
Assessment Program
Dysfunction occurs when there is implicit or explicit disagree-
ment which results in apathy or antagonism. As will be demonstrated,
there is ample potential for implicit or explicit disagreement in
traditional evaluation systems.
Our analysis has emphasized two important assumptions about
evaluation: it is necessary (and much time and money are spent ac-
complishing it), and yet it is poorly done , so much so that it is
counterproductive. Evaluation, if it is to achieve the goals of
accountability and teacher growth, should be based not upon position
of the evaluator but upon the credibility of the whole process,power
16
the degree of understanding between evaluator and evaluated. The
Situational Assessment Program is intended to redirect emphasis upon
teacher growth, redefine desired outcomes on an individual basis,
and revise the evaluation methodology in accordance with more
reasonable and credible canons of organizational management. Several
expectations were posited before this program began:
1. It was anticipated that the Situational Assessment Program
would reduce antagonism by permitting the teacher to "buy
into" the purposes of evaluation, the desired outcomes of
evaluation, the methods of evaluation, and the method of
reporting evaluation.
2. Since each program would be individualized, there would be
more variety in the supervisory "style" (e.g., supportive,
objective, structured, or laissez-faire) without necessi-
tating each of the currently designated supervisors to adopt
new behavior. The corollary to this was that the span of
control (one principal and one assistant principal to 100
teachers) would be reduced.
3. It was anticipated that the immediacy and the amount of
feedback to teachers would rise.
4. There would be more variety in assessment techniques and
instruments, given that the repertoire of the whole faculty
would be larger than that of the small group of adminis-
trators. The disadvantages of having different report
formats for the supervisory process would be outweighed
by the advantages listed above.
17
5. A desirable emphasis would be placed upon teacher work
groups and interdependence. One important trend in modern
school management has been to remove the teacher from the
insularity of the classroom and to expose him or her to
the ideas and teaching strategies of other faculty members.
6. It would be possible under this program to fulfill the
expectations of accountability, although accountability
is itself a fuzzy concept. For the purposes of this
study accountability was defined as ".
. .a total process
for managing environment and institutional change to in-
crease educational productivity and promote self-renewal
while adhering to local humane values" (Lessinger, p. 10).
7. Hersey and Blanchard maintain that a central goal of leader-
ship is to promote the growth of subordinates. A central
goal of the Situational Assessment Program was to allow the
subordinate to develop, to require progressively less ex-
ternal control, and to gain more and more self-control.
8. A possible serendipitous result would occur if this model
served to prepare faculty for adapting teaching strategies
and style to the developmental stage of students (e.g.,
Hunt's theory of "matching models" conceptualizes measur-
able developmental stages and relates them to the most
appropriate teaching style).
9. The project would be simple enough in concept to implement
at most schools. Further, it would be relatively inexpen-
sive and therefore cost effective.
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10. This case study would be valuable to administrators who
wish their faculty to become more aware about the process
of teaching and less concerned about evaluation. It was
felt that this consciousness-raising would result in
renewed interest in teaching on both the part of the
viewer and the person viewed.
1.5 Delimitations of the Study
This case study does not extensively compare the Situational
Assessment Program with other teacher evaluation models. For the pur-
poses of clarifying the Situational Assessment Program, certain com-
parisons have been made to what have been called "traditional teacher
evaluation programs." Certainly not all teacher evaluation models
would fit into this generalization either in theory or in practice.
The field is too broad to do it justice in a study of this scope.
The method used to evaluate the Situational Assessment Program
is open to question from a strict research point of view because the
implementer served as recorder. Objectivity cannot be assured. The
case study was reported by the person who devised the program and who
serves as principal at the school in which the program was installed.
Thus, his reportino is not necessarily detached from his situation both
as principal and as conceptual izer of the program. (See Chapter III.)
As is typical with a case study, no control group is antici-
pated, as it would be difficult to control intervening variables.
Success of the program is, in part, being defined in terms of
attitude and in part in terms of behavior modification (teacher growth).
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Punahou is an action-oriented, flexible school which has little
experience in the formal testing or evaluation of programs by
independent agencies. Throughout this project we were conscious
of the need for evaluation and we therefore used more surveys of
opinion that we normally would in the implementation of a program.
Nevertheless, the school remained more comfortable with, and confi-
dent in, the subjective and informal methods of program diagnosis
we have been using for years.
This case study is the implementation of a program at one school,
a large independent school in the only state with a centralized school
system. Caution is therefore needed when generalizing results of this
program. As indicated in analysis and recommendations, however, most
of the unique aspects of this program would seem applicable to most
other secondary schools.
1.6 Organization of the Dissertation
Chapter II provides a review of the literature in the areas of
teacher evaluation and leadership styles. The sections on teacher
evaluation include research into the goals and desired outcomes of
teaching, research into teacher behaviors which might predict success,
and a review of the research on strategies of teacher review. Next,
a selective review of leadership theory provides a theoretical and
practical basis for the Situational Assessment model. A section on
research into the relationship of teaching styles and learning styles
provides further theoretical support for the Situational Assessment
model. Finally, we review what little research exists in the area
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of Situational Leadership theory as it relates specifically to
teacher supervision.
Chapter III, methodology, analyzes the methods and procedures
used in reporting this case study. It analyzes the case study method,
the advantages and disadvantages of the recorder-as-implementer,
the methodology of change, and the methodology used to pre- and post-
test faculty attitudes toward the Situational Assessment Program.
Chapter IV is the presentation of the factual data of the
environment into which this innovative program was eventually into-
duced. The sections of this case study are subdivided into such ele-
ments as organizational structure, social environment, faculty, and
leadership. Presentation of this case study is necessary to the
understanding of Chapter V, which is the history of the implementation
of the Situational Assessment Program in this particular environment.
Chater V documents the planned stages of implementation, be-
ginning with a brief force field analysis (Lewin). The next two
sections of this chapter are organized around Lewin 1 s three-stage
model of change. Thus, following the force field analysis and the
decision to implement the program by means of the participative cycle
of change, we began with the unfreezing stage. Various strategies of
change including internationalization are next presented, including
several examples of internalization in practice. The chapter con-
cludes with some tentative conclusions about Lewin's third stage of
change: "refreezino.
"
Chapter VI is an analysis of the successes and failures of the
program and the implementation process. Analysis of the successes
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and failures of the change agent, the force field analysis, and the
stages of change comprise the first sections of this chapter. Fol-
lowing this is an analysis of faculty response to the Situational
Assessment Program, which is basically a comparison of the pre- and
post-attitudinal surveys given to the faculty about traditional eval-
uation and Situational Assessment. The final section describes the
author's subjective feelings about the successes and failures of the
program and the implementation process.
Chapter VII summarizes the rationale and purposes of the case
study of the Situational Assessment Program at Punahou. The final
section of the dissertation is a list of recommendations for practi-
tioners who might consider implementing this or a similar program
in another school system.
CHAPTER II
REVIEW OF LITERATURE
2.1 Introduction
The purpose of this dissertation is to test the applicability
of an alternative to traditional evaluation. The Situational Assess-
ment Program, unlike traditional evaluation, incorporates the
essential management activities of planning and coaching; further,
it deemphasizes the role of review, which is paramount in traditional
evaluation. Finally, Situational Assessment draws from Situational
Leadership theory to the extent that it is predicated on the premise
that different teachers require different supervisory styles if
assessment is to be successful or effective.
The overview of the literature on teacher evaluation is organ-
ized into discrete categories, which in practice are not separate but
overlapping. The categories are necessary because the literature on
teacher evaluation is enormous, containing hundreds of articles
dealing with theories of teacher evaluation, instruments for teacher
evaluations, and applications of teacher evaluation.
Research in education on two of the three supervisory components,
planning and reviewing , is depicted in Diagram 2.1. Planning in edu-
cation involves decisions about desired outcomes, decisions about
goals, and decisions about teacher behaviors, teacher characteristics,
and environmental conditions necessary to achieve teaching goals.
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Section 2.2 of the review of the literature examines the general
areas of desired outcomes and the cause/effect relationships in
education.
Quite apart from the question of desirable outcomes in educa-
tion is the question of how teachers achieve outcomes. The vast
research in this area demonstrates that scholars have been much more
interested in the teacher behaviors, characteristics, and learning
environments necessary to achieve assumed outcomes than they have
been in the outcomes themselves. Section 2.3 is a synopsis of re-
search in teaching variables implicitly associated with desired out-
comes and "teaching effectiveness." This research is also relevant
to the supervisor's role as planner .
There is little in the literature on teaching directed speci-
fically to the "coaching" of teachers. (Madeline Hunter's work with
teacher supervision is a possible exception.) The next section there-
fore, is relevant to the supervisor's role as reviewer . Section 2.4
examines the purposes of review, and Section 2.5 the modes or method-
ologies used to accomplish review. Section 2.6 summarizes the research
on supervision of teaching.
The review of literature on teacher evaluation per se suggests
the need for a program based on Situational Leadership theory, because
teacher supervision overemphasizes review without having an agreed
upon basis for doing so. It further suggests that a superior model
would place equal emphasis on planning, coaching, and review, and
that such a model should be flexible enough to adjust to the varying
needs of different teachers.
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Situational Leadership theory provides a basis for a new model
.
Section 2.7 provides a brief overview of leadership theory in general
and Situational Leadership theory in particular. Two recent devel-
opments in educational research relate to the work done in leadership
theory. Section 2.8 relates work done in teaching styles/learning
styles to Situational Leadership, and Section 2.9 reviews the area of
supervisory styles and presents Glickman's model, which this author
related to the four quadrant leadership model of Hersey and Blanchard.
2.2 Planning: Desired Outcomes
We know that administrators have seldom shown the willingness
to terminate the services of a teacher on the grounds of incompetence,
although teachers are sometimes dismissed for insubordination or moral
terpitude. McNeil and Popham argue that this administrative caution
is due to lack of evidence, which in turn stems "in large part from
the administrators' failure to employ defensible criterion measures
of effectiveness" (McNeil & Popham, 1973, p. 228:2). Hit or miss
observations, rumors, and incomplete records will not stand up in
court as reliable or valid measures of effectiveness.
The basic variables for judging organizational or individual
effectiveness are "desired outcomes" and theories about "cause/effect
relationships" (Thompson, 1967, p. 89). Techniques of assessment
are appropriate according to the degree of clarity about outcomes
and the completeness of cause/effect knowledge.
When there is agreement about desired outcomes or cause/effect
relationships, efficiency and instrumental tests are employed to
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evaluate effectiveness. Efficiency tests measure whether a given
effect (maximum outcome) was produced at the least possible cost in
resources. (Facilities, materials, and teachers would be the re-
sources in the case of education.) The results of efficiency tests
are more tangible and less disputable than other tests. For example,
accept that the objective is to teach 100 students to the point where
they can get 750 on the SAT math test. Teacher A used the inquiry
method and taught 100 students in a period of three months to the
point where they got 750 on the SAT math. Teacher B taught 100 stu-
dents using the lecture method, but took only two months to achieve
the same results: all 100 students got 750 on the SAT math. In this
case teacher B would be determined more efficient than teacher A.
In industry it is possible to determine the desired outcome or effect
in terms of profit and to relate that effect to its antecedent causes;
e.g., the use of resources such as time, facilities and materials.
Research demonstrates that cause/effect knowledge in education
is usually incomplete, and desired outcomes are usually unclear. For
example, the lack of agreement on desired outcomes is obvious in
educational circles today. One faction supports the theory that
demonstrated verifiable competency in certain subjects is the most
important goal or outcome. Another faction holds that the attitude of
students (their feelings about education and their sense of self-
worth) is the most important outcome of the educational system. This
disagreement symbolizes one central dilemma of the evaluator and the
person to be evaluated: Desired outcomes are multiple and conflicting.
What is to be evaluated and how is it to be evaluated? Is content
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more important than inquiry? Are cognitive test scores more important
than affective measures of student satisfcation?
Nor has research sufficiently identified cause/effect relation-
ships. One of the most popular areas of research in recent years has
been the theory that the best teachers excel because of their per-
sonalities and characters. The results of research, however, conflict.
Some studies conclude that a teacher's attitude toward material exerts
more influence on a student's achievement than his attitude toward
the student.
The review of the literature on the teaching paradigm suggests
that
A. Desired outcomes are multiple and conflicting (content
versus inquiry; cognitive versus affective);
B. There is no consensus as to the proper source for deter-
mination of the desirability of outcomes (school boards,
administrators, curriculum experts, teachers and students);
C. It is unclear as to what process will be used to determine
outcomes (arbitrary position power, consensus, majority).
2.3 Variables Associated with
Achievement of Desired Outcomes
A gradual evolution of researchers' conceptions of the nature of
cause/effect and desired outcomes has occurred since the earliest re-
search. Early study of teacher effectiveness was based on the notion
that achievement of desired outcomes were the consequence of certain per-
sonality traits or characteristics of the teacher. (A similar assumption
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characterized early studies of leadership effectiveness.) Hart (1934)
asked ten thousand high school seniors to list characteristics of
effective teachers they knew. Two of the four most often mentioned
were knowledge of subject matter and discipline. Teaching scales in
widespread use in the Twenties and Thirties were based on such char-
acteristics as loyalty, cooperation, and personal magnetism (Barr,
1930).
Early studies and claims about teaching fell prey to several
fallacies which have been amply emphasized by current research. One
fallacy was that systematic observation of actual classroom behavior
was uncommon before 1960 (Medley, 1979). Not the least of these
fallacies was the fact that the early work sought too much to identify
a few traits or environmental factors as the most important cause in
bringing about a learning outcome. By isolating variables they imposed
the structure of a mediating technology on what is essentially a
complex, intensive technological process (Thompson, 1967).
Later research was based less upon characteristics than upon the
methods teachers used (Medley, 1979). More recently, effectiveness has
been viewed as mastery of certain competencies and the power to decide
where and when to use these competencies (Hunter, 1973). Gage (1978)
divides research in teaching into two general classes. The first type
of research looks at patterns of teaching, such as open and direct
styles
.
Examples of studies of patterns of teaching include Traub
et al (1973) ("open" and "closed" schools); Wright (1975) ("Traditional"
and "Open" schools); Ward and Barcher (1975 (Traditional and Open
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teachers); American Institute for Research (1976) (Innovativeness);
and Bennet et al. (1976) (formal, mixed, and informal teaching).
Gage (1978) arbitrarily identified effective and ineffective teachers
and then by factorial analysis associated such characteristics as
"fair" and "democratic" with the first group and "uncertain" and
"autocratic" with the group labeled ineffective. Peterson (1979) re-
lates in "Direct Instruction Reconsidered" many of the premises and
techniques upon which some of the above research is based.
Gage's second class of research seeks to identify dimensions,
or variables, of teaching styles which correlate with what students
learn. From hundreds of correlations, investigators synthesize high
inference variables, that is, those which have greater predictive
validity than low inference variables. Rosenshine and Furst (1973)
point out the complexity of such research:
The number of variables which has been statistically
analyzed is conservative compared to the number of
variables available. For example, although Flanders
and Soar both used the 10 category Flanders matrix to
code classroom behavior, Flanders (1970) selected only
15 variables, and Soar (1961) selected only 37 vari-
ables for statistical analysis, (p. 170:2)
As can be seen from Diagram 2.2, Paradigm for Evaluation of
Teaching, variables in teaching are extensive. Environmental vari-
ables which have been studied include numerous studies of class size,
and teaching effectiveness, carpeting, air conditioning, closed
circuit TV, and instructional materials (Eash, 1974). Ferron (1971)
has examined relationships between organizational demands and teacher
behavior, defining effectiveness in terms of range of adaptive be-
havior. "Grouping" or administratively placing students in certain
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"tracks" or "streams" has also been the subject of -long and often
sharp controversy (Getzels & Dillon, 1973). Ward (1962 finds in
favor of grouping; Bettelhein (1958) against. These studies have
failed to produce consistently significant correlations with cogni-
tive and affective qualities (Anderson & Walberg, 1974). Cartwright
and Zander (1968), for example, found that small classes are only
perceived to be more cohesive. Anderson and Walbert (1972), using
61 Montreal classes, found smaller classes to be significantly
higher in cohesiveness.
Input variables appear to have a definite impact on teaching
effectiveness, as evidenced by the literature on individualization
of instruction. Dunn and Capobianco (1959) and Blackman and Heinz
(1966) study the relationships between "intelligence" and teaching
effectiveness. Research has been done in the areas of economic and
social class as they related to teacher style and learning outcomes.
Similarly, medical research continues to explore the relationships,
if any, between use of drugs and motivation, brain waves, learning
disabilities, and teacher effectiveness.
Rosenshine claims that much of the prime research in the next
decade will focus on the student, particularly on such factors as the
content which the student masters, the number of minutes a student is
engaged in academically relevant tasks, and the settings which pro-
mote "engagement." The works of David Berliner, Benjamin Bloom,
Annegret Harnischfiger , and David Wiley are prominent in this
research (Rosenshine, 1979, p. 29).
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Research into the personal characteristics such as interest,
intelligence, masculinity, and achievement has been undertaken,
especially with student teachers, in an effort to discover reliable
predictors of teaching effectiveness. Justiz (1969) found positive
correlations between student teachers' attitudes (as measured by
the Minnesota Teacher Attitude Inventory) and what he calls "pupil-
achievement-producing ability." Several studies have attempted to
match traits of teachers whom gifted students have determined effec-
tive, but Gowan and Demos (1964) concluded that such correlations are
still speculative. Radebaugh and Tobuson (1969) examined "excellent"
teachers in four Illinois high schools and identified similar char-
acteristics, such as subject-matter knowledge. Guthrie's (1970)
review, however, revealed only weak correlations between student
outcomes and such variables as credit hours, grade point averages,
and in-service hours.
The notion that teaching effectiveness may be predicted from
measures of attitude, intelligence, age, and personality is even
evidenced in the American system of Justice. The 4th Circuit Court
of Appeals, in Newman vs. Crews (1901), stated that scores on the
National Teacher Examination (NTE) correlated positively with the
quality of teaching. The court ruled, therefore, that NTE scores
could be used to determine pay raises as well as to award teacher
certification. There is considerable misinformation about the
correlation between teacher characteristics and teacher effectiveness
(or lack thereof). The best reviews concur:
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despite.
. .a half century of prodigious research
effort, very little is known about the relation
between teacher personality and teaching effec-
tiveness. (Getzels & Jackson, 1963, p. 574)
Research into the area of the teacher as an actor, a manager
of behavior, is more extensive than in any other category in the
paradigm. Early studies attempted to define the "best" teaching
method. Wallen (1966) found positive correlations between teachers
who were warm and permissive and students who liked school. Medley
and Mitzel (1963) found that emotional climate correlates positively
with rapport of teacher and student but is unrelated to student
learning outcome. Soar (1968) found that pupil growth closely re-
lated to "extended discourse" as compared to "rapid pupil-teacher
interchange.
"
Research which attempts to focus both on teacher behavior (what
the teacher does) and on pupil learning to determine teacher effec-
tiveness has come to be called "process-product research." The devel-
opment and dissemination of instruments for codifying and recording
teacher behavior (such as the Flanders Instruction Analysis Instru-
ment) and the publication by N. L. Gage of the first Handbook of
Research on Teaching led to a proliferation of process-product
research in the late fifties.
Process-product research focuses not on teacher characteristics
but on observed behavior patterns or teaching styles which are stable
from one observation to another. Rosenshine (1971) reviewed fifty
such studies to conclude that some aspects of teaching style relate
to pupil learning. More recently N. L. Gage (1979) reviewed four
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major studies: Brophy and Evertson (1974), Elias (1976), Soar (1973),
and Stallings and Kaskowitz (1974). Using complicated statistical
procedures, he "sifted detailed information for several hundred
variables on teaching behavior and classroom activity. From this
sifting he developed a set of inferences as to how third grade teachers
should work if they wish to maximize achievement in reading" (Gage,
1980, p. 234). For example, one inference states "In selecting
pupils to respond to questions, teachers should call on a child by
name before asking the question" (Gage, 1980, 234:2).
The "sifting" of hundreds of studies and thousands of variables
by such people as Gage, Medley, Rosenshine, Popham, and McNeil has
produced a large body of literature which relates teaching behavior
to learning outcomes. At the same time, historically speaking, we
have seen the national demands for "accountability." These two
separate movements become related in the movement to advance the con-
cept of performance-based teacher education, teacher certification,
and teacher evaluation. The Florida Department of Education intro-
duced a major conference on this "major breakthrough" represented
by thi s model:
In recent years educational leaders in this
country have expressed a growing concern over
the constantly increasing complexity of
teaching. . .it will be necessary to. . .
establish settings. . .wherein the identified
competencies can be demonstrated and recorded.
(ERIC, 1971, p. v.)
A great deal of research has been done recently in competency
or performance- based teacher evaluation. One study is mentioned here
as an example of the latest results in this approach. In 1978 Donald
35
M. Medley examined 289 empirical studies of disadvantaged classes
with four criteria in mind: defining effective teaching, describing
competent behavior, establishing findings, and revealing important
relationships (defined as minimum overlap in variance which would
correspond to a person product-moment correlation coefficient of
t^ 387). Only relationships which "surround" all four of these
criteria were reported, which in the last analysis meant that 613
relationships were identified, and all of them came from 14 studies.
In other words, 95% of the 289 studies yielded no usable results.
The results are presented in Diagram 2.3 in the form of parallel
descriptions of effective and ineffective teacher behavior. Each
"fitiding" was confirmed in two or more studies. It is immediately
apparent that some of the findings do not support general notions
held by educators about teaching effectiveness. Effective teachers
are, for example, " less likely to amplify, discuss, or use pupil
answers." (Emphasis mine.
)
Medley concludes that specific behaviors of effective teachers
in three categories, maintenance of environment, use of pupil time,
and methods of instruction, have been "clearly identified" for dis-
advantaged students in Grades 1-3. He argues that,
If teachers of such pupils were held accountable for
their behavior in these ways. . .and if evaluation
of these qualities were used as the basis of selec-
tion, retenti on, merit pay, and so forth, the research
strongly indicates that a substantial, if not dramatic,
improvement in achievement, in attitudes towards
school, and of disadvantaged pupils' self-images
would result. (Medley, 1979, p. 25)
Differences
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At least one study in the competency- based research tradition
has special meaning for the field of leadership and Situational
Assessment. In section 2.8, "Teaching Style/Learning Style" the
work of Soar and Soar is reviewed. This study attempted to corre-
late teaching behaviors and learning outcomes using the dimensions
of "learning environment" and "classroom management," which in
practice are remarkably close to the dimensions of RELATIONSHIP
and TASK as defined by Hersey and Blanchard, Reddin and others.
2.4 Purposes of Evaluation
Teachers are appraised for two major reasons, formative and
summative (Bloom, 1980, p. 383:3). The purpose of formative ap-
praisal is to improve teacher competency. Summative appraisal has
to do with hiring, retention, and promotion (Levin, 1979), By its
nature summative appraisal evokes negative feelings in teachers.
Formative appraisal comprises an extremely small percentage of the
total appraisal process and an equally insignificant amount of the
research on evaluation.
The process of summative evaluation involves making judgments
on the basis of data regarding the attainment or non-attainment of
previously determined conditions or objectives. Some research
(McNeil & Popham, 1973; Wilhelms, 1973) holds that both summative
and formative appraisal should be rational, fair, and objective, and
that approval, disapproval, and punishment should be avoided. In
research the issue of fairness is considered under the categories
of "reliability" — the extent to which an evaluation produces
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consistent results at different times for different people — and
"validity" — the extent to which an evaluation measures what it is
supposed to measure.
Much of the controversy evident in the literature on teacher
evaluation concerns whether teacher evaluation is or can be either
reliable or valid in the technical sense of these terms. Doyle
summarized nine reviews of literature by saying "Reviewers have
concluded, with remarkable regularity, that few consistent relation-
ships between teacher variables and effectiveness criteria can be
established" (Doyle, 1978, p. 164). Another study noted that the
research has not "identified consistent, replicable features of
human teaching that lead directly — or even indirectly — to valued
student outcomes" (Shavelson & Dempsey, 1976, p. 553). McNeil and
Popham (1973) admit the problems of validity and reliability and
therefore argue for a complex and time consuming method called "per-
formance testing" on the grounds that it embodies more desirable
attributes of teacher competence measures than any other method.
Gage concludes,
as correlational studies, they (studies in research
on teaching) must inevitably be weak in (demonstrated
causal effects) and subject to the same kind of
endless argument that goes on about whether cigarette
smoking actually causes lung cancer. Only an
ethically impossible experiment would end the doubt
in terms of the logic of scientific method. In
that experiment, one group of humans randomly as-
signed would be subjected to decades of cigarette
smoking while remaining members of the group being
experimented with would refrain from smoking. The
same is true of teaching. . .(Gage, 1978, p. 235:1).
Gage also argues for a satisficing method, a model based upon infer-
ences drawn from research.
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Research on formative appraisal, on the other hand, has not
been as constricted by the technical issues of reliability and valid-
ity. Since the purpose of such appraisal is not to fire, retain, or
promote, but instead to improve teaching
, the crucial question be-
comes the extent to which coaching influences the subsequent behavior
and attidues of teachers and students. The literature research in
teaching indicates considerable confusion about the purpose of eval-
uation and the differing assumptions and requirements upon which
differing purposes must be based.
Much research concurs that the evaluation of teacher perform-
ance has been and will continue to be an important function for the
administration of American secondary schools. As purposive entities,
complex organizations are constantly being measured, both by elements
of the task environment and by components of the organizations them-
selves (Thompson, 1967, p. 83). Although there is ample evidence
the judgmental and punitive evaluation interferes with motivation and
with the improvement of teaching, there is little indication that
elimination of summative evaluation will be considered, however
inadequate these programs become.
Pressures for evaluation exerted from outside the schools are
best seen in the various demands for "accountability," not the least
of which are formal legislative mandates. In California, the Stull
Act requires regular assessment of all teachers and administrators.
Public Art #74-278 passed in Connecticut in 1978 mandates that "The
Superintendent of each school district should, in accordance with
guidelines established by mutual agreement between the town and
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regional board of education and the teachers' representative,
continuously evaluate or cause to be evaluated each teacher" (Perrone,
1978, p. 58). The State Educational Accountability Repository (1972)
and a recent NEA survey indicated that 16 states have legislation on
the books concerning teacher accountability. Five state school
boards have enacted such requirements, and nine states have indi-
cated substantial public pressure for such laws.
There is also significant pressure from within the school or-
ganization itself to control uncertainty by means of assessment.
Administrators must make decisions regarding selection, placement,
transfer, reassignment, tenure, promotion, and retirement.
2.5 Mode s and Methods
The review of the literature has thus far established that the
perceived effectiveness, "goodness," or proficiency of a teacher is
affected by the purpose of the evaluation, the assumptions about
cause/effect relationships and outcomes, and the point of focus of
the observer (i.e., is the observer watching student characteristics,
teacher traits, teacher behaviors, student outcomes, or some combi-
nation thereof?). Seme study has even been given to the relation-
ship between rater personality and the outcome of the evaluation.
An interesting group of experiments suggests that the problem
of evaluation is not so much with lack of consensus on criteria for
effectiveness as it is the influence of variables related to the
personal characteristics of the raters . Musella concludes that
"real differences are discerned between predominantly open and
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closed principals in their selection, description, and. rating of
teacher effectiveness" (Musella, 1967, p. 78:2). Webb (1955) found
a high correlation between student and self ratings of teacher pro-
ficiency, but low correlations for supervisors. Rayder's (1968)
research showed that student ratings of teachers were influenced
in the direction of the grades they expected to receive.
A great deal of research has been done in the area of modes of
evaluation . Haefele (1980) summarizes twelve approaches to teacher
evaluation. As the review of the literature has indicated, correla-
tions have sometimes been established between one aspect of the
teaching paradigm (Diagram 2.2) and a given effect. Seldom, however,
has research been. able to identify more than a correlation; we have
no reliable information about the relationship of the teaching cause
to the learning effect
.
(See Medley, Gage, Soar, and others.)
Thompson (1967) identifies three modes or tests: Efficiency, Instru-
mental and Referent. (See Appendix B for definitions.)
2.5.1 Instrumental Tests
of Teacher Review
Whereas efficiency tests are useful in industry, in education
the necessary cause/effect relationships have not been established.
There are no known efficiency tests in education. Another kind of
standardized test measures the given effect (desired outcome) which
was produced regardless of cause/effect knowledge. These tests,
called instrumental measurements, are less strict in that causal
relationships need not be identified and cost is not a factor.
Assume that the objective is to have students achieve 750 on the SAT
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math test. Teacher A uses the performance objective program to
teach 100 students to the point where they all achieve 750 on the
SAT math. Teacher B uses the inquiry method to teach 25 students
to the point where they achieve 750 on the SAT math. The instrumental
test in this case would be the SAT mathematics test, and both teachers
would be measured as being 100% effective.
The literature reveals several attempts to devise instru-
mental tests which would measure teaching effectiveness. Some such
tests have included:
Test 1: Teacher effectiveness is measured by performance
of the teachers' classes on standardized tests
given at the end of the year. Year-end performance
is compared with established norms.
Test 2: Standardized tests are administered to students to
determine how much they increase their learning
over time. The amount of desired gain is arbitrarily
determined in advance.
Test 3: Students in each grade or subject matter area are
tested at the beginning and end of each semester or
year. Gain scores are computed to contrast class
performance (gain or loss) with classes of comparable
ability. Teacher effectiveness is measured by pro-
portion of "gainers" to "losers."
Glass studied many reviews of research on standardizes instru-
mental tests. He begins by stating, "The inadequacy of standardized
tests for evaluating school learning has become a favorite theme
of
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several contemporary educational researchers" (Glass, 1.974, p. 11).
The Glass analysis concludes that "available evidence indicates that
teachers effects on pupils' gains in knowledge across one year is
[sic] not reliably measured by such tests" (Glass, 1974, p. 12).
Furthermore, such tests are patently unjust in light of the admin-
istrative impracti cali ty of assigning randomly constituted classes
(Stake, 1973; Bormuth, 1970; Anderson, 1972).
In the early 1970's, in response to California's Stull Act,
W. James Popham and John D. McNeil pioneered in the study of teacher
effectiveness by means of direct measurement of teacher impact on
pupil behavior (knowledge, skills, and attitudes). Jason Millman
joined them later, to develop the "PMM method," which became one of
the most carefully documented standardized instrumental tests in
research on teaching. In the PMM method a teacher is given a day or
so notice that he is to teach a particular topic outside of his field
to an unfamiliar group of students randomly picked from a large pool
of students. The teacher teaches two such groups, with approximately
21 students in each group, and teacher effect is determined by a 10
item post test.
Rosenshine analyzed the results of several studies of the short-
term stability of teacher effect on change in pupil behavior (such
as the PMM method). He concluded that "when teachers taught different
topics to different students, the direction of the correlations
were. . .[sic] erratic, and few correlations were significant
(Rosenshine, 1970, p. 661). Justiz (1969), McNeil (1972) and Popham
(1971) were more positive in their studies of the PMM method.
Belgerd,
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Rosenshine, and Gage (1971), however, conclude that correlations
were not high enough to indicate that effectiveness of teachers can
be measured with adequate reliability using the PMM method. Research
in general does not support the reliability, much less the practi-
cality, of instrumental tests to determine teacher effectiveness.
When cause/effect knowledge is unclear, and desired outcomes are not
agreed upon, then instrumental and efficiency tests become inappro-
priate.
Most evaluation of teachers, therefore, is accomplished prim-
arily by means of a third category of tests called reference tests,
which are subjective measurements either of subjectively determined
outcomes, or subjectively determined cause/effect rel ationships, or
both. For example, a supervisor comes into teacher A's math class
and following the class writes a letter rating the teacher as "fair"
in listening skills, "adequate" in subjective matter knowledge, and
"poor" in the maintenance of classroom order. Consequently, in spite
of the fact that this teacher's students consistently score 750 on
the SAT math, the teacher is labeled marginally effective. Note that
reference tests make unilateral assumptions about cause/effect rela-
tionships and desired outcomes which may not be shared by the teachers.
Six general approaches to teacher evaluation have been identi-
fied in the literature, some of which employ observational instruments
and rating scales of various kinds. It is important to note in the
following discussion that the most of these methods are, strictly
speaking, reference tests, despite the use of observation instruments
45
or rating scales. This is because the measures, in the final analysis,
are subjective measures of outcomes or of cause/effect relationships.
The prime source of information about rating scales and systems
to observe classroom interactions would be the volumes of Mirrors
for Behavior (Simon & Boyer, 1967). The best summary of the first
seventeen volumes documenting over 100 observational systems is
that of Rosenshine and Furst (1978), who classify the instruments
according to the source of the variables which the authors used:
1. Instruments with explicit theoretical or empirical base
(15 instruments)
2. Instruments with implicit theoretical or empirical base
(10 instruments)
3. Modifications or syntheses of existing category systems
(24 instruments)
4. Author-originated category systems
(24 instruments)
Rosenshine and Furst immediately make clear the subjectivity
of even the first category of instruments: "Readers may dispute
whether the sources cited by the authors represent an accepted
theoretical or empirical base " (Rosenshine & Furst, 1973, p. 138:2).
The first mode of evaluation is that done by students. Accord-
ing to Levin (1979) there is a consensus that several rating tools
are reliable, or consistent over time (Mintzes, 1977; Costin, 1971;
Lehman, 1974). Some studies indicate bias in student evaluations:
according to interest, attitude, and grades of students (Costin,
1971) and according to the reputation of the teacher (Abrami, 1976).
The issue of validity — whether the ratings measure important or
significant aspects of teaching — has not been clarified by the
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research. Natriello (1977) concluded that student ratings are not
particularly effective in changing teaching behavior.
Ratings by superordinates are undoubtedly the most common form
of teacher evaluation currently in use (Robinson, 1978). Principals,
the primary raters, used both rating forms and narrative statements
of observations and judgments. Tuckman (1977) reported on the diver-
gent criteria used in evaluating teachers; (Chan (1973) found that
evaluations were dependent largely on the principal's philosophy and
objectives. McNeil and Popham (1973) criticized supervisor ratings
as being unsatisfactory on several grounds. The effect of supervisor
ratings on teacher behavior has not been studied directly; Wolf
(1973) in "How Teachers Feel Toward Evaluation" concluded that most
teachers did not like traditional methods of evaluation and did not
find them in their interest.
The so-called "contracting" movement in American education postu-
lated that program and teacher evaluation could be tied to tests and
other agreed upon measures of learning or behavior. Much has been
written on the potential disadvantages of such a system — teaching
to the test, short-term orientation, and so on. Rosenshine (in Glass,
1974), and Shavelson and Dempsey (1976) conclude that the correlation
between teachers' efforts and student outcomes on standardized tests
was too low to be practical in evaluation. Soar and Soar (1979)
conclude that use of gain scores to evaluate teaching effectiveness
results presented difficulties which were serious to the point of
being disabling.
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The fourth general mode of teacher evaluation is through the
use of teaching tests. Court-approved use of the National Teacher
Examination to justify certification and merit pay has already been
mentioned. The PMM method proposed by Popham and his associates
is certainly the most sophisticated and potentially reliable teacher
test devised. Research does not demonstrate high reliability from
one group of students to the next. The artificial laboratory situa-
tion required (the teacher plans and teaches a lesson about an
unfamiliar topic to a controlled, unfamiliar group of students)
makes the test unpopular with teachers. Administration and funding
for the method present further serious stumbling blocks.
The literature on the next mode of teacher evaluation, self-
assessment, does not demonstrate any concern for reliability or
validity because the issue in self-evaluation is only formative, the
growth of the individual teacher. McNeil and Popham (1973) find
little to support sufficient teacher "maturity" for self-evaluation.
"There are only a few studies indicating that teachers are self-
directing in their learning and expend effort in judging their behavior
on the basis of the consequences of their teaching as revealed by
the actions of pupils" (McNeil & Popham, 1973, p. 213:2). Wolf
(1973) seemed to support this hypothesis in a survey which found
that 58 percent of teachers surveyed indicated they were not en-
couraged to evaluate their class behavior. Soloman and McDonald
(1970) summarized studies of self-viewing of videotaped or filmed
classes, concluding that desired attitudinal behavioral changes
will not take place as a result of such self-evaluation uni ess the
48
viewer Accepts 3 desired standard of behavior from which he or she
diverges. Levin, in his summary of research on self-evaluation,
concludes that "some of the uncertainty about self-evaluation might
be removed, if the approaches described by Medley (1977) or Roper
et al. (1976) involving careful development of self-evaluation
processes were used" (Levin, 1979, p. 243:1).
The final mode of teacher evaluation is "systematic observation"
using a system or instrument regardless of whether the instrument is
in the hands of students, non-related peers, or supervisors. In
1934, Wrightstone developed the first such method of systematic
observation, the Pupil-Teacher Rapport Scale, which categorized a
teacher as "integrative" or "dominative. " Whithalls's (1949) Climate
Index categorized teacher statements as "teacher-centered." Medley
and Mitzel (1963) used an Observation Schedule and Record, which
classified "emotional climate," "verbal emphasis," and "social organi-
zation." The most widely used observational instrument (including
its many modified forms) is the Flanders Interaction Analysis System
(F.I.A.). The F.I.A. focuses on a teacher’s influence, distinguish-
ing between "direct" and "indirect" influence. This system also
became the point of departure for "more comprehensive" instruments
such as the Multidimensional Analysis of Classroom Interaction and
the Topic Classification System.
Nielson's and Kirk's (1974) review of the research on systematic
observation concluded that few of the studies were designed to relate
teacher variables to student outcomes. There are more studies of the
F.I.A. than of other instruments, but in most cases these focused on
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affective climate. Their review concludes
. .the real payoff
comes when instruments can successfully be used as predictors of
learning, and that requires explanatory as well as descriptive
research" (Nielson & Kirk, 1974, p. 75).
2,6 Summary of Research on
Teacher Supervision
Research in teaching and teacher evaluation has of necessity
focused on teacher characteristics and behaviors. Early research
was neither reliable — consistent over time — or valid — able to
measure what it was supposed to measure. For most of its history,
teaching and teacher evaluation have been based upon logic exper-
ience, common sense, and the writings of prose stylists (Gage, 1978).
It assumed, without basis in fact, that "good" teaching could be
defined and that good teachers possessed certain traits or styles,
democratic style being one of the most popular. To borrow a phrase
Charles Silberman once used in a similar context, "the teacher
evaluator who examines the research is likely to conclude that
there is less there than meets the eye" (Medley, 1979, p. 16).
Since 1960 the best research has, first of all, been based on
observation of behavior . Second, the best research has been per-
formance-based . That is, it has sought to identify dimensions or
variables of teaching styles which correlates with what students
learn. By correlating hundreds of variables, researchers such as
McNeil, Popham, Gage, Brophy, and Rosenshine have developed "high"
and "low" inferences about relationships between teaching behavior
and learning outcomes.
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Relatively few research studies prove reliable (Medley found
5 percent) in part because studies are fragmented; single researchers
are working with unique variables and locally constructed instruments
without proper support or coordination with other research efforts
(Levin, 1979). None of the research reviewed established clear and
convincing relationships between teaching cause and learning
affect. Few studies are valid, even if one accepts the premise that
cognitive learning is the desired outcome, an assumption which is
questioned by affective education. Finally, even valid and reliable
research has been very task specific: e.g., studies of college
composition courses or third grade disadvantaged reading classes.
A review of the literature must conclude that there is no
scientific basis for evaluating teaching. Of the six primary methods
of teacher observation studies, perf ormance-based observational
instruments come the closest to being valid and reliable, or in the
teacher's mind, "fair." Of the six methods studied, however, super-
visor rating is by far the most common method in practice. Levin
concludes his review:
Research provides little support for current
practices in teacher evaluations. One of the
few things that can be surely said is that the
present system of evaluation for the purposes
of hiring or promotion through observation by
supervisors is biased and subjective (Levin,
1979, p. 244:2).
Much of the evaluation done by principals has been based on the
industrial model of long-linked technology. That is, education is
like an assembly line in which a teacher subjectsfl student (raw
material) to a series of standardized processes (the "teacher-
proof" curricula). Other models have been based on mediating
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technology, using stdndardized check sheets and rating forms to
insure standard service. Research demonstrates that teaching is
actually an intensive technology in which feedback from the learner
is utilized by the teacher in a continuously changing "customized"
process. Since the technology of teaching and the technology of
evaluation are substantially different, inevitably conflict arises.
There has been little study of formative appraisal, the goal
of which is to influence the behavior or attitude of a teacher.
Formative appraisal still depends upon assumptions about cause and
effect and desired outcomes. It need not, however, be reliable
because its goal is the growth of an individual rather than a system
which can be replicated from one individual to the next. Herzberg's
work in hygiene factors and motivators provides a theoretical basis
for the superiority of formative appraisal. Summative evaluation
is only a hygiene factor (at best it can prevent a poor attitude),
but formative appraisal could be a motivator in that it emphasizes
growth, development, and achievement.
Finally, research has identified observational instruments
and behaviors related with teaching competency as two methods which
could be useful in formative appraisal. Still needed is research
into which supervisory styles are most effective in changing the
behavior of specific teachers.
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2.7 Overview of Leadership Theory
Leadership, like teaching, is an "intensive technology,"
(Thompson, 1967) a complex process. Because leadership is recog-
nized as a pivotal factor in human affairs, it has been the subject
of considerable investigation and research. The Prince
, written in
the Renaissance, was an interesting early attempt to develop a
theory of leadership.
Much early Twentieth Century research in leadership centered
on the psychology of the leader, the personal traits associated with
leadership. Stodg ill's review of the literature related to personal
traits concluded that few, if any, generalizations developed from
this approach to leadership have proved consistent over time or
from situation to situation ( Stodg ill, 1948).
Later research centered more on the sociological aspects of
groups being led. Hemphill (1949) found that "group dimensions"
such as viscidity and hedonistic tone affect the way in which the
leader functions in relationship to his followers. In general, re-
cent research has been based upon observed behavior of leaders, as
compared with attitudes, values, or innate qualities of leaders
(Hal pin, 1966). Owens, however, warns that "Behavioral science
research continues to be plagued by a lack of certitude" (Owens,
1970, p. 39).
Many theorists and behavioral scientists have isolated vari-
ables of leadership. For example, in the early 1900's Frederick
Winslow Taylor, father of Scientific Management, examined the
technology of the task, concluding, by implication, that leadership
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was a function of such qualities as technical logic, setting stand-
ards, and efficiency. Put another way, leadership behavior would be
to exercise controls, to insure conformity, and to plan (Taylor,
1911). The school of Scientific Management also became interested
in the formal structure of the organization, focusing on the
structural relationship bewteen specialized service units, depart-
mentalization, and administrative control through structure. More
recently the traditions of Scientific Management have been extended
in the work of men such as J. P. Thompson (Organ izations in Action
,
Social Science Bases of Administrat i ve Theory
,
1967).
If the emphasis of Scientific Management was "non-human," the
dialectical opposition which arose in the twenties and thirties
could be called "human-centered." The classic studies carried out
by Mayo, Roethl isberger
,
and Dickson in the Hawthorne plant of the
Western Electric Company concluded that motivation of followers,
productivity
,
and quality of work are related to the social relations
among workers and between workers and boss (Roethl isberger & Dickson,
1939 in Homans
,
1950)
.
Schein (1970) concluded that all leaders make assumptions
about people, and that these assumptions determine leadership be-
havior. He divided the assumptions into four sets: rational -economic
man, social man, self-actualizing man, and complex man (Schein, 1970,
p. 55). Rational-economic man is, in Etzioni's terms, primarily
calculative
,
giving services and obedience in return for economic
reward. Taylor's Scientific Management theories of effective leader-
ship behavior grow out of the assumption that man is essentially
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rational-economic. MacGregor's (1960) classic "Theory X - Theory Y"
hypothesis depicts very clearly the leadership style for the rational-
economic oriented worker. Theory X leadership called for direction,
control, and supervision for followers who were motivated primarily
by physiological (economic) needs. The four principal functions a
Theory X manager must perform could be summarized as follows:
(1) planning, (2) organizing, (3) motivating, and (4) controlling
(Koontz & O'Donnell, 1968).
Elton Mayo's research tended to disprove the assumption of
Theory X leaders, indicating the need for management to study and
understand relationships among people. Whyte (1948) found that human
relations within informal work groups related significantly to
absenteeism, quitting work, and the quality of service. Other
studies which support the assumptions of social or human relations
needs include social relations and communication needs on the
assembly line (Walker & Guest, 1952) group cohesiveness (Seashore,
1954), and emotional stress and group relationships in combat (Harris
& Little, 1957). Fleishman (1962), in training supervisors for the
International Harvester Company, compared effects of consi deration
for the feelings of workers (their social needs) with structuring
their work (the appropriate leadership behavior according to rational-
economic assumptions about workers).
More recent research tends to support the assumption that man
is neither strictly rational -economic nor relations oriented. Maslow
(1954) postulated that man's motives fall into classes which are
arranged in a hierarchy, including but not limited to simple
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-economic needs of survival and security and social (af-
filiation) needs. The highest need, according to Maslow's early
work, was self-actualization
,
the need to maximize one's potential.
Argyris, in his studies of various manufacturing organizations,
found again and again that in addition to relationship needs,
workers need to find challenge and meaning in their work, that
they need such intangibles as the feeling of success and confirma-
tion (Argyris, 1964). He argued that Theory X leadership styles
(which he termed Bureaucratic/Pyramidal), often produced problems
such as mistrust, ineffectiveness, absenteeism, and lack of produc-
tivity.
Argyris' theory of Irrmaturi ty/Maturi ty postulates that
workers' needs change as workers develop, whereas bureaucratic
leaders and organizations tend to treat workers as if they were
static and relatively immature. Argyris' theory of Immaturity/
Maturity is congruent with much of Maslow's theoretical hierarchy
of needs, both of which assume man is changing and complex (Schein's
fourth category) and motivated by more than ratio-economic or socio-
affiliative needs.
Herzberg's theory of motivation also supported the theory
that assumptions about worker attitude must be complex. In his
analysis of interviews about job attitudes, Herzberg concluded that
when people were dissatisfied with their jobs, they were concerned
with their "environments." When they felt good about work, their
positive feelings were attributed to the work itself. He postulated
that hygiene factors (e.g., working conditions, policies, money,
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security, and supervision) would not motivate workers but could have
a negative effect on workers' attitudes. On the other hand, moti-
vators (e.g., challenging work, recognition of achievement, develop-
ment, and growth) could increase worker performance. Reviewers of
his research indicate that this distinction is extremely useful,
but that motivation of workers is even more complex than Herzberg
suggested. When studies of workers are correlated with tasks, for
example, it has been demonstrated that the early industrial studies
of assembly line workers provide an inadequate basis for generaliz-
ation. Studies of scientists in research organizations confirm that
productivity is more strongly related to challenge and autonomy (Pelz
& Andrews, 1962) than do studies of automobile plant workers.
Later studies focused on observed leadership styles and generated
theories concerning which style was most effective. MacGregor's
Theory X leader was "authoritarian"; the Theory Y leaders was "demo-
cratic." (See also Tannenbaum & Schmidt, 1958.) Each leadership
style was based upon the leaders' assumptions about the nature of
middle managers related closely to the climate of the organization and
the leadership style of one's immediate supervisor (Fleishman, 1953).
In the 1 950 ' s studies of observed leadership behavior in various
organizations suggested that leadership behavior could be placed into
two categories called dimensions. No universally accept d labels for
these categories appeared at first. Bales (1958) discussed the tas_k
leader and the socio-emotional leader. The Likert (1961) Michigan
Leadership Studies identified leadership behaviors as production-orien_ted
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and employee-centered
. Tannenbaum and Schmidt (1958) and Vroom and
Yetton (1973) depicted a continuum of au thoritarian and democratic
leadership. Cartwright and Zanders (1968) studies at the Research
Center for Group Dynamics depicted goal achievement and group main -
tenance . In 1957
,
Stodgill and Coons developed the Ohio State model
on two dimensions, "initiating structure" and "consideration."
Hersey and Blanchard have demonstrated the relationship between TASK
and RELATIONSHIPS dimensions and the dimensions formulated by many of
these other observers.
Leadership, then, is now seen as a broad concept made up of
many variables such as role theory, maturity, time, task structure,
climate, hygiene factors and leadership style. Some theorists propose
a single leadership style (e.g., Taylor's Scientific Management or
Weber's bureaucrat). Much recent theory has been based upon multi -
styles, such as the styles based upon TASK and RELATIONSHIP dimensions.
Inevitably, researchers have formulated value judgments as to which
style or leadership behavior was "best," "most effective," or most
efficient.
Blake and Mouton's Managerial Grid thus valued the "team" manager
(9-9) as the most effective. ("Team" would correspond to quadrant 2,
high structure, high consideration on the Ohio State schema.) Argyris,
Likert, and MacGregor argue for managers with diagnostic ability and
skill flexibility, at least to the extent that they can do more than
structure, organize and set deadlines. Likert seemed to favor
System 4 or employee rel ati ons-centered leadership as most productive;
MacGregor argued for the Theory Y style (increased concern for employee
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as compared with task); and Argyris favored the democratic or
humani sti c-centered leader. All three seem to be predisposed toward
quadrants 2 and 3 on the Ohio State Leadership model.
It is important to note that several researchers have attempted
to validate the effectiveness dimension with data from surveys. Kurt
Lewin, Ronald Lippi t , and Ralph White (1939) studied the reactions
of ten year old boys to three leadership styles: democratic, auto-
cratic, and laissez-faire. The boys responded best to "democratic
leadership," and this research had a considerable impact in educational
circles. Halpin studied the relationship between leadership pattern
and effectiveness ratings in airplane crews (Halpin in Owens, 1970).
Likert did several studies attempting to validate the relationship
of a leadership style and effectiveness (Likert, 1961).
Recent theorists have proposed yet another relevant dimension,
the variable of situation. Fred E. Fiedler's Leadership Contingency
Model (1967) suggested that the key factor in determining style ef-
fectiveness is the extent to which the leader can or cannot influence
followers. He defined "the favorableness of a situation" as "the
degree to which the situation enables the leader to exert his influence
over his qroup" (Fiedler, in Hersey & Blanchard, 1977, p. 102). In
a more recent article, Sexton and Switzer maintain that There is no
categorically 'correct' style. Instead the modern education leader
should know which style is better in which situations and should be
able to draw from both poles at will" (Sexton & Switzer, 1977, p. 24.1).
A. K. Korman reviewed studies in which the leadership Opinion
Questionnaire or the Leader Behavior Description Questionnaire were
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used to measure TASK and RELATIONSHIPS dimensions in relation to
various measures of effectiveness. His work concluded that these
dimensions per se had no predictive significance at all, suggesting
that "since situations differ, so must leader style" (Korman in
Hersey & Blanchard, 1977, pp. 129-130).
William J. Reddin (1971) developed a 3-D Management Style theory
to bring the effectiveness dimension into what he called Task Orienta-
tion and Relationships Orientation. Reddin concluded that a variety
of styles (he conceived of eight styles, including developer, mission-
ary, compromiser, and executive) could be effective or ineffective
according to the situation. His work greatly influenced the develop-
ment of situational leadership as put forth by Hersey and Blanchard.
Hersey's and Blanchard's contingency or situational approach
improved upon earlier models which tended to prescribe a best style
of leadership suitable to all situations. Hersey and Blanchard sug-
gest a diagnosis of the situation itself, as well as the needs of
the followers, which they call "maturity." A description of high
maturity would include willingness to accept responsibility and the
ability to set long-range goals and work independently. A description
of low maturity would include dependency, other directedness, and
shorter time prospective.
Hersey's and Blanchard's four quadrant leadership model is based
upon the Ohio State Leadership studies. The quadrants are formed by
plotting two dimensions, Task behavior and Relationships behavior,
on separate axes rather than by using a single dimension on a con-
tinuum (e.g., Tannenbaum & Schmidt's Autocartic/Democratic Continuum).
The two dimensions are defined as:
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Task Behayior--the extent to which leaders are likely to
organize and define the roles of the members of their
group (followers); to explain what activities each is
to do and when, where, and how tasks are to be accom-
plished; characterized by endeavoring to establish
well-defined patterns of organization, channels of com-
munication, and ways of getting jobs accomplished.
Relationship Behavior--the extent to which leaders are
likely to maintain personal relationships between them-
selves and members of their group (followers) by opening
up channels of communication, providing socioemotional
support, "psychological strokes," and facilitating
behaviors. (Hersey & Blanchard, 1977, pp. 103-104)
The four quadrants thus describe four leadership styles. The
SI style is high on task behavior and low on relationship behavior.
The S2 style is high on task behavior and high on relationship be-
havior. The S3 style is high on relationship behavior and low on
task behavior, and the S4 style is low on task behavior and low on
relationship behavior.
Together with the Ohio State Leadership Grid, Hersey and
Blanchard have incorporated Reddin's theory of the effectiveness
dimension (Reddin, 1967; 1970). They concluded that no single leader-
ship style is best, as implied by such writers as Blake and Mouten,
who propose that the leader should adapt the situation to fit the
ideal style. Instead, a style may be effective or ineffective depend-
ing upon the situation and the maturity of the followers . When the
style of the leader is appropriate to the situation and the follower-
maturity, that style is judged to have a high probability of success;
when the style is inappropriate to the situation and/or the follower-
maturity, it is judged to have low probability of success.
Using the Hersey/Blanchard Tri -Dimensional Leadership Effective-
ness Model allows the diagnostician to make certain predictions about
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which leaderstyle will be appropriate or effective. For example,
given a similar situation with three groups of followers with differ-
ent levels of maturity, the appropriate leadership style for the group
with the lowest maturity would be directive and task oriented; with
a group of moderate maturity the appropriate style would be more
relationship oriented with some emphasis on task; and with a high
maturity group the appropriate leadership style would tend toward
delegation of authority and little direct supervision.
Hersey and Blanchard argue that "Maturity" and "Leadership
Style" are two important variables in the study of leadership. Sit-
uational variables mentioned earlier also have an effect on leader-
ship effectiveness and success. Fiedler conceived the three major
situational variables which seem to determine whether a situation
is favorable or unfavorable to leaders: "leader-member relations,"
the personal relations of leader and follower; "task structure,"
the degree of structure in the group's assigned task; and "position
power," the degree of reward power and coercive power afforded the
leader (Fiedler, 1967). Hersey and Blanchard relate these situational
variables to TASK and RELATIONSHIPS dimensions to demonstrate how
changes in these variables would favor either a task-oriented or a
relationship-oriented leader (See Diagram 2.4).
Research on the Path-Goal Theory of leadership investigated
situational factors which influence the relationship between leader
behavior and subordinate attitudes about leaders (House, 1971).
Some of these situational variables are environmental: e.g., task,
formal authority system, and primary work group. Some have to do
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Diagram 2.4
Leadership Situation Expressed in Terms of Task
and Relationship
VARIABLE
BEING
CHANGED
CHANGE MADE
STYLE FAVORS
LEADER-
MEMBER
RELATIONS
Task
Leaders could be given:
1 . Followers who are
quite different from
them in a number of
ways
.
2. Fol 1 owers who are
notorious for their
conflict.
Relationship
Leaders could be given:
1. Followers who are very
similar to them in atti-
tude, opinion, technical
background, race, etc.
2. Followers who generally
get along well with
their superiors.
POSITION Leaders could be given: Leaders could be given:
POWER
OF THE
1. High rank and corre- 1. Little rank (office) or
sponding recognition, official recognition.
LEADER
i .e. , a vice- 2. Followers who are equal
presidency
.
to them in rank.
2. Followers who are two 3. Followers who are ex-
or three ranks below perts in their field and
them
.
are independent of their
3. Followers who are de- leader.
pendent upon their 4. No authority in making
leader for guidance decisions for the group.
and instruction. 5. No more information about
4. Final authority in organizational plans than
making al 1 the deci- their followers get,
sions for the group. placing the followers on
5. All information about an equal "footing" with
organizational plans,
thus making them ex-
the leaders
.
pert in their group.
TASK Leaders could be given: Leaders could be given:
STRUCTURE
1 . A structured pro- 1. An unstructured policy-
duction task that has making task that has no
specific instructions prescribed operating
on what they and their procedures
.
followers should do.
(Hersey & Blanchard, 1977, p. 154.)
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subordinate traits and outlook: e.g., ability, authoritarianism,
and focus of control. Other situational variables include time
(duration available for decision making), the amount of interaction
a job requires, and the technology of the job (whether it is long-
linked or mediating as discussed earlier). Huckaby's model (See
Diagram 2.5) sets forth many of these variables. For example, role
expectations of followers, peers, and bosses were studied by Katz
and Kahn (1966), by J. W. Getzels (1952), and by W. J. Reddin (1970).
M. D. Cohen and J. G. March (1973) studied such situational variables
as time constraints and political considerations.
As is already evident from this review of the literature, be-
havioral scientists do not agree as to which variable is most essential.
Sergiovanni argues "A review of the scholarly literature on leadership
suggests that maturity level in itself is insufficient in defining
'leadership situation'" (Sergiovanni, 1979, p. 390:1 ). Fiedler pro-
poses training leaders not to change style to fit the situation, but
rather to teach leaders "to modify their situations" in order to
bring about improved organizational performance (Fiedler, 1979, p.
395:2).
Building on the Immaturity-Maturi ty Continuum (Argyris, 1957),
Hersey and Blanchard propose that leadership style be adapted to the
"maturity level," an essential constant around which situations are
diagnosed and classified. High maturity is "the capacity to set
high but attainable goals (achievement-motivation), willingness and
ability to take responsibility, and education and/or experience as
an individual or group" (Hersey & Blanchard, 1977, p. 161). Of
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Diagram 2.5
Variables in the Study of Leadership
(Followers)
Relations with leader: Fiedler
Maturity of followers: Hersey & Blanchard
Expectations of others: Reddin
Behavior style of others: Reddin
(Role)
Position power of leader: Fiedler, Machiavelli, MacGregor
Institutional role of leader: Getzel
,
Guba
Legitimate authority of leader's position: Machiavelli,
Weber
Previous role of incumbent: Role Theory
(Task)
Task Structure: Fiedler, Taylor
Technology (how work is done): Reddin, Taylor
Motivators present in work: Herzberg
Degree of specialization of task: Weber, Taylor,
Gul ick-Urwich
Formal & Informal Structure: Bales, Simon, Merton,
Thompson & others
(Organization) Climate: Halpin, Crosts, Homans
Hygiene Factors: Herzberg
(Huckaby, 1980, p. 614:2)
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special importance is that variables of maturity are task specific,
that is, maturity should be judged only in relation to a specific
task to be performed
.
To the dimensions of the Ohio State model (Initiating Structure
and Consideration) Hersey and Blanchard have added the effectiveness
dimension proposed by Reddin. Hersey and Blanchard differ from
Reddin, Blake and Mouten, and others in that their dimensions of TASK
and RELATIONSHIPS are dimensions of observed behavior rather than
attitudinal dimensions. In other words, Situational Leadership advo-
cates measuring how people behave rather than their predisposition
towards a given behavior.
Hersey and Blanchard conclude
Empirical studies tend to show that there is no
normative (best) style of leadership. Successful
leaders adapt their leader behavior to meet the
needs of the group and of the particular environ-
ment. Effectiveness depends upon the leader
,
the
follower (s
)
,
and other situational variables that
make up the environment. E+f(l,f,s). Therefore
people who are interested in increasing their own
success as leaders must give serious thought to these
behavioral and environmental considerations.
(Hersey & Blanchard, 1977, p. 108)
2.8 Situational Leadership
and Teaching Styles/
Learning Styles
Recent research in learning suggests a relationship between
teaching style and learning style. Brophy (1979), Good (1979), and
Hunt (1967, 1971 ) have demonstrated that student variables such as
achievement, aptitude, attitudes, and socio-economic class can be
positively matched with teaching styles so that students will more
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effectively learn. The classic works of Piaget (1955) and Bruner
(1960, 1966) introduced the "individualization of instruction" move-
ment. Kohl berg (1969) developed the theory of "moral stages of
development," advocating that "teaching" styles must be appropriate
to and consonant with the "moral development stage" or "learning
style" of the student. Rita and Kenneth Dunn (1978) and Jack Frymier
(1977 ) examined relationships of student personality (motivation,
intelligence, and physiological characteristics) to teaching styles
(environments, structure, materials) to determine which styles of
teaching are most effective with which styles of learning. For
example, low socio-economic underachieving students appeared to be
taught basic skills most effectively through direct, sequential,
large-group instruction. Such instruction was not as effective with
other groups (Glickman, 1981).
Soar and Soar (1979) hypothesized an interesting paradigm for
thinking about classroom management and about an environment that is
related to pupil learning. The paradigm envisioned two dimensions:
"Emotional Climate" (factors such as warmth, supportiveness, and
sharing discussions with students) and "teacher management" (degree
of control over task, over movement of students, and over focus on
content-task). Unfortunately, this study was based upon the studies
of disparate groups of students (grades 1-6) from disparate situations
(upper class and disadvantaged). Situational Leadership theory
suggests that the effort to find teaching behaviors which are globally
effective (neither task, nor situation, nor maturity specific) will
be unsuccessful. Soar and Soar's research also raises questions.
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. . .about the usefulness of the "universal pre-
scriptions" common in educational advocacy in
which teachers are encouraged (for example). . .
to provide a warm, supportive emotional climate
. . .without specifying the pupil group, the
frequency of behavior, or the relevant outcome.
(Soar & Soar, 1979, p. 118)
Although the terminology of Situational Leadership is not that
of those doing research in learning styles/teaching styles, the
premise is much the same. Both schools of thought consider one or
more dimensions which closely relate to the broad definitions of
"initiating structure" and "consideration," or TASK and RELATIONSHIP.
Both make special note of "maturity" of followers/students (e.g.,
dependence-independence, activity-passivity, long time perspective-
short time perspective). Both advocate diagnosis of the situation
(Student Learning Style, Follower Maturity, time, place, and circum-
stances such as heat, classroom, etc.) before selecting a leadership
(teaching) style. Both models incorporate the effectiveness dimen-
sion, arguing forcefully that effectiveness is determined by selection
of leadership (teaching) style appropriate to the situation and the
needs of followers. Finally, research in both areas has emphasized
observed behavior (what students, teachers, and leaders actually do
in given situations) rather than attitudes or predisposition towards
doing (e.g., the highly structured teacher who talks throughout a
seminar and yet who ranks himself low on "concern for task" and high
on "concern for relationships").
These two areas of research seem to have evolved independently;
a review of the nascent literature on teaching styles/learning styles
reveals little reference to the research which led to the concept of
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Situational Leadership. Similarly, Situational Leadership theory,
though it has been introduced in schools, has not yet incorporated
the pioneering work of Hunt, Frymier, the Dunns, and Kohlberg, nor
has it addressed itself directly to the issue of teaching and
learning styles.
2.9 Situational Leadership and
Styles of Teacher Supervision
Research on styles on teacher evaluation and supervision is
extensive and ecclectic. To one who follows the research on teaching
styles, student learning, and Situational Leadership, however, it
seems only logical that supervisory or appraisal style must be
matched with the teacher's maturity and the situation.
Blumberg (1974) found that teachers split into two groups when
asked to rate supervisory behavior. Some teachers were most positive
about supervisors who listened as well as presented their own ideas.
Other teachers were most positive about supervisors who gave no di-
rection, but who listened, encouraged, and clarified. Harris (1975)
cites a study of 78 student teachers who were put under what Situa-
tional Leadership theory would call Style 1 evaluation. Supervisors
judged, criticized, and set standards of performance for each lesson.
Forty-five percent of the teachers taught less effectively, but
twenty-nine percent showed visible improvement. The implication of
this research is that teachers' appraisal of leader/supervisor effec-
tiveness is task relevant and follower-maturity relevant rather than
universal
.
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Until recently research on evaluation of teaching focused
primarily on the teacher or the learning process. Evaluators were
encouraged to "look for" certain theoretical traits of effective
teachers. For example, Bohlken (1970) advocated "interpersonal
trust and Ryans (1960) associated "democratic" behavior with ef-
fectiveness. More recently evaluators have been trained to observe
such things as classroom environment, student-teacher interaction
or subject matter preparation.
Madeline Hunter and the U.C.L.A. lab school observed and
analyzed teaching episodes and "factored out" eleven components (or
decisions) identified with successful teaching. She concluded,
It is the pervasiveness of these eleven decisions
in al
1
teaching regardless of school or class
organization, content, size of instructional
group, age or ability of the learner. . .that
give this model of teaching its power and universal
general izabili ty . It seems to be applicable
to everyv teaching situation ! (Hunter, 1973 , pp. 3-4)
Within the last decade somewhat more attention has been directed
to the process of supervision
,
as compared to evaluating teachers
according to the norms suggested by research. Carl Glickman observed
that every supervisor has a predominant orientation to supervision,
however consciously or unconsciously selected, that is characterized
by a specific set of behaviors. He classifies these sets of behaviors
as non-directive, collaborative, and directive (Glickman, 1981, p. 4).
To these classifications "laissez-faire" should be added, as simple
neglect is probably the most prevalent teacher evaluation style in
America
.
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Directive supervision or evaluation is the historically accepted
model. Popham presents a classic example of directive supervision. In
Criterion-Referenced Supervision
, Popham argues that supervision
should focus on how teaching behavior effects "student outcomes."
Supervision is characterized by direct measurement of teacher impact
on pupil behavior using such techniques as developing objectives,
setting standards, and collecting data on student achievement. Lucio
and McNeil (1979) propose that supervision be systematic and quanti-
fiable and they consider performance tests to be an "answer to the
problem of identifying the effective instructor." Simon and Boyer
(1976, 1970) document in 17 volumes the 92 observational systems
which represent the hundreds of systems which have been developed to
quantify events observed in the classroom. Rosenshine (1971) posi-
tively reports a model of evaluation called the "observational -
judgmental system," which incorporates (1) trained observers' ratings
of specific teacher behaviors, (2) students' evaluations of teachers,
and (3) collateral data. Rosenshine and Furst (1973) classify such
instruments according to the author's dominant purpose: (1) to
investigate current practice, (2) to train teachers, (3) to monitor
programs, and (4) to investigate relationships. In general, directive
supervision is, to use leadership terminology, heavily TASK oriented.
It emphasizes the behaviors of presenting, directing, standardizing,
and quantifying.
Kimball Wiles is credited with instituting the collaborative
movement in teacher supervision. Expanding on the "human relations"
approach in management, and the research of people such as Mayo (1933)
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and Homans (1950), and others, Wiles, in Su pervisi on for Better
Schools (1955), proposed that supervision should be accomplished
through group decision making. Logan's well-known Clinical Super-
vision (1973) advocates a careful process in which the supervisor
meets a teacher, analyzes needs, and negotiates action to improve
instruction. Homme, in How to Use Contingency Contracting i n the
Classroom (1971), proposes the Management by Objectives approach
to supervision. Blumberg (1984) advocates team supervision and
reciprocity, and Sergiovanni (1979) takes an orientation called
"human resources" to increase teacher morale and task effectiveness.
In general, collaborative supervision assumes that goals for
a subordinate be jointly established, in advance, between supervisor
and supervised. The behaviors of articulating, clarifying, listen-
ing, problem-solving, and negotaiting are much utilized.
The non-directive orientation to supervision rests on the
premise that teachers are capable of analyzing and solving their own
problems. In Situational Leadership terms, all teachers are "mature";
they are able to perceive monkeys and willing to feed them. The
supervisor serves as faciltator, imposing little structure, but
listening, encouraging, and providing support to assist the teacher
in self-discovery. Carl Rogers' concept of non-directive counseling
influenced this approach to supervision. In "A Plan for Self-Directed
Change in an Educational System," Rogers (1967) advocated a type of
encounter group for administrators, supervisors, and teachers to
enable all personnel to rethink purpose and to change. Combs,
Avila,
and Pur key , i n He 1 pi ng Re 1 ationshi ps: Basi c Concepts for
the t Ip 1 p i ng
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Professionals (1979) give advice on how to release the creative
problem-solving capacities of individuals to achieve self-improve-
ment. Berman (1971) discusses dimensions such as perceiving, creating,
and valuing to help educators bring inner goals to consciousness.
In general, non-directive orientation, probably the least articulated
and least used style of supervision, emphasizes the behaviors of
listening, encouraging, clarifying, and supporting.
In reality the practice of supervision does not fit into the
precise categories described herein. A collaborative supervisor
using a Management-By-Objective approach could be non-directive when
working with a very mature teacher. The underlying goal, to arrive
at a mutual contract, would still distinguish this supervisor from
one who was directive, i.e., one whose goal was to meet predetermined
standards of performance.
The categories are useful, however, in making sense out of the
vast amount of research and theory in the field of teacher evaluation.
Furthermore, the literature on evaluation of teaching, sparse as it
is on teaching styles, has even less to say about matching supervisory
style and situation (especially teacher maturity).
Glickman (1981) proposes one model for matching supervisory
style and teacher needs. Expanding upon the concept of "styles" of
adult life popularized by Sheehy's Passages (1976), Glickman cites
Maslow's work with the hierarchy of needs, Ericson's (1963) eight
stages of life, Loevinger's (1976) stages of adult ego development,
and others, concluding:
From the work of Maslow, Ericson, and Loevinger
we can detect a consistent trend of movement
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from egocentric concern with one's own case, to
becoming a member of a group, to finding recogni-
tion as a leader of the group, to finally acting
upon reasoned, universal principles that transcend
the group and are in the interest of humanity.
(Glickman, 1981
,
p. 43)
Glickman first proposes a "Commitment Dimension" in which
teachers could be placed on a continuum from low to high.
Commitment Continuum
Low
t little concern for students
• little time or energy extended
• primary concern with keeping
one's job
High
• high concern for students
• extra time and energy expended
t primary concern with doing
more for others
The second continuum, called "Levels of Abstraction," has to
do with measures of cognitive development, reasoning ability, and
moral stages. Again, "Abstract Thinking" is seen as a continuun.
Levels of Abstract Thinking
Low Moderate High
0 confused about problem
0 doesn't know what can
be done ("show me")
0 has one or two habitual
responses to problems
0 can define problem
0 can think of 1-2
responses
0 has trouble thinking
through a compre-
hensive plan
0 can think of problem
from many perspectives
0 can generate many
alternative plans
0 can choose a plan and
think through each
step
When two dimensions are placed on separate axes to develop
four quadrants that define types of teachers, the result is the
following model
:
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Quadrant I: This teacher has a low level of commitment and
a low level of abstraction. He is concerned with maintaining his
security, he responds to specific directions (he needs to be shown),
and he has little motivation or ability to plan ahead. Quadrant I
is labeled the "teacher dropout."
Quadrant IV: This teacher has a high level of commitment but
a low level of abstraction. This person is enthusiastic, energetic,
full of good intentions, wants to become a better teacher, and
works very hard. This person is involved in multiple projects and
becomes easily confused and discouraged by self-imposed and unreal-
istic tasks. Finally, this person rarely completes one project
before starting the next. Quadrant IV is labeled the "unfocused
QUADRANT III
"Professional s"
QUADRANT II
Analytical Observers
QUADRANT IV
Unfocused Workers
QUADRANT I
Teacher Dropouts
(high) Commitment (low
/
worker.
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Quadrant II has a low level of commitment but a high level
of abstraction. "This teacher is the intelligent, highly verbal
person who is always full of great ideas about what can be done in
his own classroom and other classrooms.
. .He can discuss the issues
clearly and think through the steps necessary for successful imple-
mentation" (Glickman, 1981, p. 52). Quadrant II is called the
"analytical observer" because this person knows what needs to be
done but is unwilling to commit himself to action.
Quadrant III: This teacher has both a high level of commit-
ment and high level of abstraction. This person can think about the
task at hand, consider alternatives, make a rational choice, and
develop and carry out an appropriate plan of action. Quadrant III
is called the "professional" because this person is self-actualized,
and committed to self-improvement and the improvement of others.
Glickman thereafter proposes to match stages of teacher devel-
opment with appropriate supervisory orientation. He argues that the
collaborative style will be most successful with most teachers. How-
ever
,
he warns
,
It is misleading for the advocates of collaboration
to use the high percentage as a justification for
its exclusive use. Because a set of behaviors is
successful with 80 percent of a staff does not mean
that one should continue to use that practice with
the other 20 percent of a staff that is finding the
approach frustrating, inappropriate, and failure-
laden. Teacher dropouts on a staff in which the
supervisor uses the collaborative orientation may
resist being asked to contribute to shared decision
making. They often see a supervisor who uses such
an approach as "wishy-washy" and taking up their
time. (Glickman, 1981, p. 52)
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Diagram 2.6 is a schematic description of the matching process,
called the "Developmental Directionality of the Supervisory Behavior
Conti nuun." r;
As discussed earlier objectives and methods for the evaluation
of teachers are many and varied. One way to classify evaluation
of teachers is by the selected style of supervision. Diagram 2.7
is a synthesis of Situational Leadership Theory, maturity/immaturity,
supervisory styles, and Glickman's teacher types.
Directive supervision, the most commonly used style, is char-
acterized by planning, setting standards, directing, and standard-
izing. On the Hersey/Blanchard model it would be classified as Style
1, High Task/Low Relationship. Hersey/Blanchard argue that
Style 1 would most probably be effective with Ml (using Argyris'
theory of Immaturity /Maturity) followers. Glickman characterizes the
"Teacher Dropout" (Low Commitment/Low Abstraction) as poorly moti-
vated, marginally competent, and concerned with psychological needs
(security). Thus, the Teacher Dropout is an "Ml" (see also the
relationship of Teacher Dropout and Theory X [MacGregor], System 1
[Likert], destructive child state [Transaction Analysis] , Herzberg's
hygiene factors, and others, in Hersey and Blanchard, Chapter II).
Collaborative supervision is characterized by presenting,
clarifying, listening, problem solving, and negotiating. According
to Hersey/Blanchard this style would be congruent with S2 or S3,
depending on whether there were equal control by both supervisor
and teacher, or whether one had only partial control. This style
would most probably be effective with M2 or M3 teachers. Glickman s
Diagram
2.6
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Diagram 2.7
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1 1
S1
1
( 1 ow) TASK BEHAVIOR (high)
HIGH 1 MODERATE 1 LOW 1
| Analytical Unfocused Teacher
Professi onals Observer Worker Dropouts
M4 M3 M2 Ml
Able and Able but Unable but Unable and
wil li ng i nsecure enthusiastic unwi 1 li ng
or insecure
Independent - - - - -
Active -------
Beh. many ways - - -
Inner directed - - -
Long time perspective
Dependent
Passive
Beh. few ways
Other directed
Short time perspective
immature
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description of the Unfocused Worker (very enthusiastic but low in
ability to conceptualize, plan, and follow through) clearly relates
to the S2/M2 categories on the Her sey/ Blanc hard model.
The Analytical Observer, on the other hand, is higher on the
Maturity Continuum. This teacher has excellent conceptual abilities
as well as the independence necessary to implement ideas. Insecurity,
perhaps, inhibits motivation. Hersey and Blanchard maintain that an
S2 bordering on S3 style (higher on relationship, reinforcement, and
encouragement than on task) would most probably be the effective
leadership style. Again, Glickman's selection of collaborative
supervision would be a good match, depending on whether the teacher
has less or more control in the process.
Finally, the Professional (highly committed, able to operate
at a high level of abstraction) approximates Maslow's level of self-
actualization. A high relationship/low task or low relationship/low
task leadership style would most probably be effective with a teacher
who is this competent and motivated. In Herzberg's terms hygiene
factors are not as useful with this level of maturity as are moti-
vators. Non-directive supervision most closely approximates this
appropriate leadership style. Hersey and Blanchard warn that the
theories of Maslow, Herzberg, Argyris et al., are only generally
integrated into the concept of Situational Leadership. Maturity
levels, for example, "are not absolutes or necessarily direct corre-
lations but only integrative bench marks for practitioners to use in
attempting to make better decisions for managing human resources"
(Hersey & Blanchard, 1977, p. 308).
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Glickman's theory of matching models is presented in the spirit
of Hersey/Blanchard' s warning. It is one of the few research studies
into supervisory styles as compared with evaluation technology. It
is a pragmatic theory because it incorporates the effectiveness
dimension by matching the developmental stage of the teacher with a
theoretically appropriate supervisory style. The dimensions of
Abstraction and Commitment, though plausible as a measures of maturity,
must be subjected to further research, and diagnostic tools must be
developed. It is hoped that others will follow this promising line
of research in evaluation.
2.10 Conclusion
The review of the literature concerning pi anni ng as an essen-
tial component of supervision concludes, first, that cause/effect
knowledge in education is usually incomplete and desired outcomes
are unclear. Second, extensive research into the variables associated
with achievement of desired outcomes has found few reliable relation-
ships between what teachers do, say, or appear to be and what
students learn. What little planning exists in teacher supervision,
therefore, is based upon subjective and arbitrary notions of
desirable outcomes. Furthermore , research does not provide a reli-
able basis on which to formulate assumptions about desirable
teacher behavior in the classroom. The best research, which is
based upon observation of behavior and is performance-based, is as
yet limited, highly task-specific, and relatively unknown and useless
to the general practitioner.
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Little has been done outside of the idealized settings of
colleges of education to study effective methods of coachi ng . On
the other hand, the review of literature reveals a great amount
of research in the area of reviewing
, or evaluation, of teachers.
Summative appraisal, the most studied and most utilized form of
evaluation in education today, is usually accomplished by subjective
reference tests. The reference test is by no means the most
reliable of the six general modes of review, but all modes are
seriously flawed. Judgments of effectiveness of teaching are
clearly affected by the purpose of evaluation, the assumptions
about outcomes, the point of focus of the observer, and biases of
the observer.
This study concludes that research provides little support for
current modes of teacher evaluation. The Situational Assessment
model therefore endorses less authoritarian methods of establishing
desired outcomes and desirable teacher behaviors. It also endorses
the lesser known formative method of appraisal, the purpose of which
is not to judge or determine value but simply to ascertain the
extent to which coaching influences subsequent behavior and attitudes
of teachers, in other words, growth toward a goal.
The review of the literature concerning leadership theories
(2.7), teaching styles and learning styles (2.8), and supervisory
styles (2.9) forms a basis for the Situational Assessment model.
The concept of different supervisory styles according to the maturity
and situations of individual teachers grows from the leadership model
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of Hersey and Blanchard and the research into supervisory styles
done by Glickman and others. Research in learning styles/teaching
styles reemphasizes the need to diagnose the situation, and the need
to observe behavior rather than attitudes before choosing an appro-
priate leadership, supervisory, or teaching style.
CHAPTER III
METHODOLOGY
3.1 Introduction
Methodology is the particular procedure or set of procedures
employed by a discipline. This chapter presents a description of the
mehtodology used in researching, reporting, and analyzing the Situa-
tional Assessment Program at Punahou. The chapter begins with a
brief explanation of the use of the case study method in this disser-
tation. Following is a discussion of the point of view taken in
this case study. The disadvantages and advantages of possible points
of view are summarized in the fourth section.
The next section of this chapter defines the assessment tech-
niques and opinion surveys constructed to evaluate the effectiveness
of the Situational Assessment Program. The procedures used to im-
plement the Situational Assessment Program are defined in the sixth
section of this chapter because they constitute a "methodology for
change," and because they constitute the organizational pattern for
reporting that change. "Methodology of Implementation" is thus a brief
explanation of terms and procedures used in implementing and reporting
the implementation of the Situational Assessment Program.
The final section draws from the surveys of opinion about
traditional evaluation at Punahou and presents some conclusions
pertinent to the rationale for change.
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3.2 The Case Study Methods as
Research Methodology
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Different authors have used slightly different methods for
classifying educational research. Lincoln has pointed out that the
case study may be included as a subset of descriptive educational
research (Sax, 1969), or as a sub-set of inter-relationship studies
(Van Dalen, 1966). Thus, the case study approach occupies no clear
position within research. Since it deals with the accumulation and
recording of past data, it has some characteristics of the histori-
cal approach. Insofar as it uses data to describe a particular
situation, it falls into the category of descriptive research.
Usually, however, the case study method is categorized as descrip-
tive research.
It is generally held that the case study is an intensive in-
vestigation of some social unit — a person, family, group, social
institution, or community. Data is gathered about the present status,
past experiences and environmental forces that contribute to the
individuality and behavior of the unit. After analyzing inter-
relationships of factors, the researcher constructs an integrated
picture of the social unit as it functions in society (Lincoln, 1978).
A major problem with historical and descriptive research is
that it is usually qualitative rather than quantitative. It is
commonly agreed that since the observer is not necessarily unbiased,
special precautions must be taken to assure that judgments are sup-
ported by adquate evidence. Bogdan (1972) identifies the essential
dilemma by comparing the researcher and the reflective person.
The
researcher carries out activities in settings in which he has no
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direct personal interest. His career and friendships are not in-
extricably wound up in the setting under examination. A reflective
person, on the other hand, may be quite closely tied to the social
institution being examined but nevertheless able to liberate him-
self to some extent. The researcher is often enabled to devote full
time to his study while the reflective person's full time is devoted
to his vocational institution with occasional respites for reflection
or what might be called research. This preoccupation with a separate
vocation reduces the time and energy which can be devoted to re-
search. Finally, the researcher has been more systematically trained
in the skills of observation, recording of observation, and analysis.
The reflective person, on the other hand, may be well organized but
less familiar with the inherent pitfalls of observation techniques.
The author of this dissertation is more a reflective parti-
cipant than a participant-observer-researcher. Although attitudinal
surveys have been taken on a pre- and post-basis, many of the gener-
alizations and recommendations are based on observations and conver-
sations before and during the five year span in which this program
was implemented.
The author was originally trained as a historian, and Chapters
IV and V follow a historical format; that is, these chapters describe
the factors and considerations which led to the conceptualization of
the Situational Assessment Program, the process of diagnosis which
preceded the implementation, and then the history of the implementa-
tion of the program itself.
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Carl Becker argues that every generation writes its own history
and that history is, in fact, an art form. It is this author's
hope that the observations made herein are reflective and objective
enough to be useful to other practitioners. The author's intention
was to provide a natural history of a quasi-scienti fic process:
diagnosis of environment, followed by specific intervention or
treatment, followed by post-test of attitude. The intention is,
therefore, that this case study contribute to the general literature
on teacher evaluation and growth and that it also explain in
practitioner's terms the process of change and some of the practical
considerations that arise in the implementation of such a program.
Walton (1972) offers some of the relative advantages of the
case study; he points out that the case study often points the way
or demonstrates the need for modification of the existing theory
used to explain events. It is particularly true that the experience
of this author in an intensive evaluation program pointed out the
need for changing the theory of evaluation. Fortuitously, exposure
to Leadership theory provided the conceptual basis for the modi-
fication of the evaluation system at Punahou. In this case, then,
the involvement of the author within the system was a primary
motivation for modifying the existing system.
Walton (1973, pp. 73-78) also points out that the case study
can be a vehicle for the inductive development of new theory.
Although in this case the involvement within the situation provided
the awareness of a need for change, the inductive development of
from the reflective experience of a sabbaticalnew theory arose more
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at the University of Massachusetts in general and exposure to Leader-
ship theory in particular.
Another advantage of a case study method is that it allows
for the role of personal style (preferences, strengths, weaknesses,
and biases) in a particular situation. Ordinarily these factors
would not be considered sufficiently systematic to incorporate in
the theory of organizational development.
Finally, the case study is more familiar to practitioners;
it has an aura of credibility in that it speaks to their experience.
The case study helps to take some of the mystery out of the behavioral
scientist's role in organizational development. Since one audience
for this case study is the practitioner, the format was selected
with that bias.
It is dangerous, however, to generalize from a sample of one.
This researcher is particularly cautious about generalizing from the
results of this case study at an independent school in Honolulu with
its particular faculty and its particular, unique schedule. Other
practitioners are cautioned to carefully assess not only the need
for such a program but also the level of organizational maturity of
the institution in which they are operating.
3.3 Point of View as Methodology
This case study is written from the point of view of an
"internal change agent." Further, the author conceptualized the
program which was to be implemented. The author began teaching at
Punahou Academy in 1960, was appointed Department Chairman of
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English In 1965, and was subsequently appointed to the newly created
position of Dean of Administration In 1967. In 1969 he was appointed
Principal of the Academy and in 1972 he left Punahou In June to
take a 15-month sabbatical leave at the University of Massachusetts.
Upon his return from sabbatical the author resumed his position as
principal and has continued to teach one section of English.
After two years of diagnosis, research and reflection, the
author implemented the Situational Assessment Program as part of
his duties as principal. Directing and monitoring the program took
approximately two to three hours per week during the first year and
less time thereafter. Toward the end of each year, however, more
time was taken in Interviews, discussions, and analyses of teacher
programs
.
The author thus had Immediate day-to-day knowledge of the
implementation of the program together with its successes and prob-
lens. In fact, he not only observed the problems, he was responsible
for solving them, and thus he has considerable knowledge of the
processes of change, both formal and informal. The methods used to
diagnose, formulate, implement, and evaluate the Situational
Assessment Program included:
1. Interviews with members of the faculty, some of which are
recorded on tape and some of which were reconstructed
imiped lately following the Interview.
2. A pre-test of attitudes toward traditional teacher eval-
uation as it had been conducted at Punahou prior to the
inception of the Situational Assessment Program.
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3. Memoranda including teacher reports on programs as they
were conceived, as they were in progress, and as they
were completed.
4. Tape recordings of lectures given on the Situational
Assessment Program.
5. A post-test of attitude toward the goals and procedures
of the Situational Assessment Program.
6. Written comments gratuitously submitted by faculty con-
cerning problems and successes encountered in their parti-
cular assessment projects.
7. Observation.
3.4 Advantages and Disadvantages
of Point of View
Much has been written in the literature of organization develop-
ment about the advantages and disadvantages of internal and external
change agents. In the process of implementing a Situational Assess-
ment Program at Punahou, there would have been several advantages to
being an external agent:
• An outside agent would not have been burdened by some of the
negative feelings associated with the traditional evaluation
system of Punahou.
• An outside agent might have had more perspective, more ob-
jectivity about the situation and about the type of interven-
tion that would have been most effective.
• Theoretically, an outside agent is independent of the power
structure within the system and is not threatened or inhibited
by superior authority.
90
• Any person identified as a member of an organization is sur-
rounded by a certain number of expectations: the faculty
usually expects the principal to behave in a certain way, to
implement certain kinds of programs, and to maintain a cer-
tain status quo. An outsider, on the other hand, has an
opportunity to do something innovative, in part because that
is precisely the expectation of the faculty.
On the other hand, an external agent would have certain dis-
advantages in this particular situation:
• Punahou has a tradition of "doing things from within." Prior
to 1977 no consultants had ever been hired and only one ad-
ministrator, Dr. McPhee, had ever been hired from outside.
Even outside lecturers were viewed skeptically; as one
planning consultant hired by the Trustees said, "It was very
difficult to generate a feeling of trust between myself and
the faculty.
"
• Understanding the particular norms of the largest independent
school in the country, which also happens to be located in
the multi-racial and multi-cultural environment of Hawaii,
is crucial. An outsider might lack understanding of a system
which, because it is so large, is unlike any other independent
school, and because it is private, is unlike any public
school in the country.
• Finally, an outside agent might not care enough about the
problem to stick with a process which takes almost a year
for most faculty to complete.
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There are several disadvantages to being an internal agent
of change:
• Lack of objectivity, particularly when the conceptual i zer is
also implementor, might lead to problems of implementation.
• If the internal change agent has no power base or clearly
delineated association with a power base, sabotage may occur
with peers, subordinates and superiors. (In this case the
position power offered by the principalship was adequate to
overcome this potential problem.)
• An internal change agent is often inexperienced in the skills
relevant to disseminating new information or implementing
change. (In this case the author had theoretical training
in organizational management, organizational change and imple-
menting change at the University of Massachusetts, particularly
under William Wolfe and Kenneth Blanchard.)
• An internal change agent may not have time to devote to a
particular project, since his or her duties as a member of
the organization usually occupy more than the time available.
(By "stealing" from the time this author ordinarily dedicated
to the area of evaluation, it was possible to spend two to
three hours each week on this project over a period of four
years.
)
In practice the problems of "expectations" concerning the author
were evident. These expectations surprised some faculty members,
causing them to be suspicious of the Situational Assessment Program.
It was commonly held that the Situational Assessment Program
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was quite different if not "radically" different from the evaluation
system which had been used by the author in the past. Time and
effort, therefore, had to be spent on changing the expectations of
the author's subordinates and associates in order to gain confidence
in the possible advantages of the new system.
The author discovered, however, that there were several ad-
vantages to being an accepted member of the organization:
• The author knew the ins and outs of the systems, the
strategic leverage points, and the influential. He was
able to use these influential to the advantage of the Situa-
tional Assessment Program.
• The author had credibility with the faculty. As a former
teacher who continued to teach, his feelings about teacher
assessment and growth were credible. He knew the language
of the classroom, the style of the school, and the unique
cultural differences among the faculty. Some beliefs, for
example, are held in common; some attitudes are unique to
personalities and known only through experience.
§ Given that the faculty at Punahou views outsiders with
suspicion, there was a certain advantage in being a known
figure, one who did not pose a threat of the new and un-
fami 1 iar
.
93
3.5 Evaluation Methodology: The
Situational Assessment Program
The intent of the survey on teacher evaluation (Diagram 3.1)
was to give a base line of teacher attitudes toward the Situational
Assessment Program. Research and anlaysis on the format of the survey
began in the spring of 1976. Working in conjunction with his evalua-
tion team, this author drew up a list of general questions about the
subject of evaluation. These questions were put into general cate-
gories such as demographic data, data on frequency of evaluation, and
data on the quality of evaluation. It was agreed early in the process
that the questionnaire should be designed so that statistics could
easily be derived; however, space was to be left for narrative com-
ments which would allow for expansion and clarification of items
within the survey.
The first two items (I and II) were primarily demographic.
Question III had to do with frequency of evaluation, question IV with
the quality of the feedback, and questions V and VI with the overall
or general response to the Traditional evaluation system at Punahou
The intention of questions I and II was to allow correlations
to be done between the number of years service and feelings about
evaluation, or correlations between membership in a given department
and feelings about evaluation. Several correlations were done, but
only one was found to be particularly useful. The data was made
available to department chairmen so that they could analyze the
feelings of members of their department in comparison with the
feelings of the rest of the faculty.
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Diagram 3.1
Evaluation at Punahou
We would appreciate your candid opinions of evaluation of teaching at
Punahou as you see it. Questions I and II are for background only;
the remainder of the questions are designed to make you choose between
two extremes. We would like to know how you "feel" about the program -
whether you feel, for example, that the program is closer to helpful
than to harmful. (Therefore, we have deliberately avoided giving you
a "middle" choice.) We intend to be guided by your opinions and we
appreciate your prompt return of this form, hopefully by 3:00 p.m.
Win
I. Including this year, I have taught at Punahou 1-4 years
5-7 years
8-10 years
10 + above
II. Department: English Social Studies Math
Science Language Other
III. On the average, how many times have you been provided feedback
each year about your teaching (from adults in Punahou)? (Check
one)
a. 25+ 20 15 10 5 0
frequency
unsatisfying
Comments:
frequency
b. satisfying
IV. The quality of that feedback (Check one for each category):
a. accurate
b. helpful
c. sensitively stated
d. "objective"
e. candid
f. mostly pertinent
inaccurate
harmful
tactlessly stated
biased and/or judgmental
not candid
mostly irrelevant
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Overall responses to Punahou's evaluation
to me (Check one for each category):
system as it applies
a
.
very worthwhile useless
b. helpful harmful
c I 'm happy wi th it It causes prob-
d. Would prefer more visits
lems for me
Would prefer
fewer visits
VI. Overall my responses to Punahou's evaluation system as it applies
to others (Check one for each category):
a. very worthwhile L . useless
b. helpful harmful
c. I'm happy with it It causes problems
for others
d. Not in a position to comment
VII. Narrative comment you may wish to make. Please offer suggestions
for improvement especially if your responses have been generally
negative. (Please turn over for comments)
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Question III was intended as a means of finding out how much
feedback had been provided and whether the frequency of feedback was
satisfying or unsatisfying. Question V.d. gave us information about
whether faculty preferred more or fewer visits.
Question IV surveyed opinions concerning the quality of feed-
back. Quality was divided into six areas: accuracy, helpfulness,
sensitivity, objectivity, candidness, and pertinence. For example,
in this question we wanted faculty to be able to distinguish whether
evaluative feedback had been accurate but perhaps not pertinent. In
other words, the term "quality" could have different meanings for
different people, and we wanted to give an opportunity to distinguish
between definitions. The fact that responses varied on these ques-
tions demonstrates that the faculty did in fact distinguish between
various aspects of quality. Finally, we hoped that the thinking
which went into this section would be reflected in Questions V and
VI, in which we sought an overall judgment of the evaluation program.
There were only two differences between Questions V and VI.
In Question V, we asked for the "overall" response to Punahou's
evaluation system as it applied to self, and in Question VI we
asked for an overall response to the system as it applied to other
teachers . Second, in Question V we inserted one topic intended to
find out if faculty preferred fewer or more visits to their class-
room. (One of the anticipated results of the Situational Assessment
Program was that more visits could be accomplished under this system
than under the traditional system, simply because there would be
more people involved.)
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We gave teachers the opportunity not to respond to Question VI
because they had no first hand knowledge of how other teachers felt,
and 30 percent preferred to make no comment. Finally, we encouraged
narrative comments. Thirty people (43%) took the time to write
some sort of statement, ranging from minor clarifications to careful
analyses of evaluation in general or experiences in evaluation at
Punahou
.
The survey was given out with a paragraph of instructions in
the morning of the second of three faculty orientation days at the
beginning of the 1977-78 school year. Faculty were informed that
they should fill it out and that it would be collected at a faculty
meeting at 3:00 in the afternoon. We felt that faculty should know
that the six spaces on the forced choice scales were intentional;
that is, we didn't want people to choose the "middle ground."
Seventy-six surveys were given out to a faculty of approximately
85 people. Nine teachers received no surveys because they were new
and had no experience with the Punahou evaluation system. A total
of 70 teachers responded to this survey for a return of 93 percent.
Of those:
22 persons (32%) had taught between 1 and 4 years.
13 persons (18%) had taught between 5 and 7 years.
7 persons (10%) had taught between 8 and 10 years.
28 persons (40%) had taught 10 years or more.
Each of the questions on the survey was charted in three ways.
First, the number of faculty choosing each of the six responses was
given, followed by the percentage that this number represented of
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the total voting on that item. Since the forced choice scales were
set up on the basis of six choices, those three choices on the left
were designated "positive" (more like the descriptor on the left),
and the three choices on the right were labeled "negative" (more
like the descriptor on the right).
The responses to the choice were further broken down to show
the difference, if any, between the group of faculty members with
less than seven years of service (Group I) and more with more than
seven years of service (Group II). It was felt that younger teachers
had a different attitude than older teachers. As mentioned in "Back-
ground to Punahou," it is known that teachesr in the first seven years
of service would have been more closely evaluated and much more fre-
quently evaluated than would veterans in the eight + years of service
category. (For further analysis of this data see Appendix C.)
3.5.1 Significant Data
• We discovered that teachers with less than seven years of
service had been provided closer, more structured, and more
frequent evaluation than teachers who had more than eight
years of service.
• We discovered that those teachers with less than seven
years of service were generally more satisfied with the
frequency of feedback than were those teachers having
more than eight years service.
• We discovered that a substantial majority of all teachers
was positive about the accuracy, candidness, and helpfulness
of evaluative feedback under traditional evaluation at Punahou.
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• We discovered a slight amount of negative feeling towards
the "insensitivity of feedback," particularly among teachers
with less than seven years service.
• We discovered a slight amount of negative feeling towards
the "objectivity of feedback," particularly among teachers
with less than seven years service.
• We discovered that teachers were more likely to feel that
evaluative feedback was "pertinent" than they were to feel
that it was "worthwhile."
t We discovered that teachers were more strongly positive
about the "helpfulness" of evaluation than they were about
any other characteristic relating to quality.
• We discovered that a significant portion of the faculty (30%)
preferred to make no comment on "evaluation as it applied
to other teachers." Those who commented on "evaluation as
it applied to others" were relatively more negative than they
had been about "evaluation as it applied to self."
3.6 Conclusions Based Upon Survey
The majority of the Punahou faculty was positive about the
traditional evaluation system and the feedback they had received
in the recent past. In some areas they were more positive than had
been expected, considering the potential problems which have been
mentioned earlier. Basically, however, the faculty is made up of
competent people whose natural inclination is to be positive and
supportive. Most simply overlooked or ignored aspects of the
system which they believed to be harmful.
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Diagram 3.2
Percentage of Respondents Who Were Positive to Each Question
Per-
cent IV. a IV. b IV. c IV. d IV. e IV. f V. a V.b V.c V.d VI. a VI. b VI.
c
5
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Of significance is the fact that on several questions approxi-
mately 25 percent of the faculty were negative. One-quarter of the
faculty is a substantial number of people; effective organizational
leadership should take into consideration their concerns and needs.
Since they did discriminate between items, it was possible to identify
some of the areas of the program which were relatively weak.
Diagram 3.2 demonstrates another significant factor in the
analysis of faculty assessment needs. When the faculty was divided
into two equal groups. Group I being defined as those with less than
seven years service and Group II being defined as those with more
than eight years of service, it became clear that those with more
than eight years of service tended to be less positive (more negative)
about almost all aspects of the evaluation program. (The exception
to this rule is the question of whether evaluations have been
"sensitively stated" or "tactlessly stated").
By comparing the results to Questions III. a., b., and V.d., an
interesting pattern appeared. The teachers in Group I had received
more formal feedback (68% had received feedback ten or more times)
than those in Group II (24 percent had received feedback ten or
more times). Group I also showed more satisfaction with the feedback
than Group II; 100 percent of Group I was satisfied (46 percent were
highly positive) whereas only 68 percent of Group II was satisfied
(23 percent highly positive). The majority of Group I (79%) would
have preferred even mor e frequent evaluation/feedback , whereas the
majority of Group II (62%) would have preferred less frequent eval-
uation/feedback.
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This demonstrates the conflicting assessment needs of the
faculty. According to Situational Leadership theory, younger teachers
would more likely be less clear about their responsibilities, more
insecure, more inexperienced, and more "immature." As such they
would predictably respond positively to initiation of structure:
clear goals and expectations, clear deadlines, and clear suggestions
for improvement. Older teachers are likely to be more secure, more
experienced, more clear about responsibilities, and more "mature."
A structured evaluation program appropriate for less mature teachers
could reasonably be expected to be inappropriate and to cause dis-
satisfaction for more mature faculty members.
Partially for this reason, it was determined to keep the SI
evaluation strategies for all teachers who were on probation. (This
included five teachers with eight or more years of service and all
the teachers of one to three years service.) The SI strategies
would also be included as an option for those who underwent the
Situational Assessment Program. Of the 30 who were eligible to
choose this option, only one selected it.
Faculty feeling about the quality of feedback provided less use-
ful data than had been hoped. Over 90 percent felt that feedback was
relatively "accurate," relatively "helpful," and relatively "candid."
Almost as many felt that it was "mostly pertinent." The responses
to sections V.c. , and V.d. , stand out relative to the other four
questions, but even on these questions the feeling is basically posi-
tive (80 percent or more favorable).
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Whereas 85 percent of the Group II teachers felt that the
quality of feedback was to some degree "helpful," only 66 percent
felt in their overall response that it was "very worthwhile," and
there was an even sharper decline to 58 percent who felt it was
"very worthwhile for others." The responses of both groups were
more supportive on the two questions relating to helpfulness in
Questions V and VI. We concluded, therefore, that both groups of
faculty (but particularly Group II) tended to be relatively skep-
tical (negative) about the value or usefulness of evaluation at
Punahou
.
Despite the fact that 26 teachers did not vote in Question
VI, we believe that the faculty was more negative about the useful-
ness and helpfulness of the evaluation program as it applies to
others than as it applies to themselves. Our feeling was supported
by the fact that in spite of the smaller voting population in
Question VI, there were more negative votes cast in each of the
three areas than there were in V.
This more negative view of how evaluation affects others is
deemed important because it presents a commentary on the health of
the organization as a whole. That is, Group II teachers appeared
to be saying that they were relatively happy with evaluation as it
applied to themselves , but a substantial number of them saw it
causing problems for other people in the organization. This sug-
gested that what might be seen as appropriate for self could still
have a negative effect on the organization if people perceived others
to be having legitimate grievances. In other words, the problems
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experienced by a few may have a "multiplying effect" because they
in turn become problems for people who are basically positive about
a program.
3.7 Methodology of Implementation
The methodology for implementing the Situational Assessment Pro-
gram comes from the study of organizations. Some strategy or plan is
necessary as "a means of causing an advocated innovation to become
successfully (i.e., durably) installed in an ongoing educational system"
(Miles, 1964, p. 18). The major steps of the strategy were diagnosis
and implementation. Diagnosis consisted of the identification of a prob-
lem and analysis of the problem, including creating "ideal" solutions.
Once an alternative to traditional evaluation was formulated
(the Situational Assessment Program), diagnosis was again used to
determine whether this change could best be achieved by directive
change (coercion) or by participation . Directive change (change by
fiat or coercion by top management) was rejected because the method
of change was (1) antithetical to the nature of the Situational
Assessment Program, (2) inappropriate to the assessed maturity level
of the faculty, and (3) unnecessary in terms of time constraints.
Force field analysis, developed by Kurt Lewin (1951) was useful
in deciding whether to implement a new program, which type of change
to use in implementing the new program, and what problems might occur
when implementing change. Force field analysis consists of listing the
existing forces which would tend to support a given change (the driving
forces) and listing the forces which would tend to inhibit a given
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change (restraining forces). This allows the imp 1 erne n ter to "trans-
form" restraining forces into driving forces, to trouble shoot in
advance of implementation, and to select the change strategy with
the most potential for success. The force field analysis completed
for the Situational Assessment Program is found in Chapter V.
Lewin's research was also used in the implementation of change.
Three phases of change — unfreezing, changing, and refreezing —
are also the structural elements used in the reporting of the imple-
mentation process in Chapter V. Unfreezing is the "breaking down"
of mores, customs, and traditions of individuals so that they become
ready to accept new solutions (Hersey & Blanchard, 1977, p. 289).
By "changing" we mean the process by which individuals come
to accept new ways of doing things. New patterns of behavior are
learned by such activities as mirroring or imitating observed models
(Hersey & Blanchard, 1971), by practice or drill with positive rein-
forcement, and by internalization, which occurs when individuals are
placed in a situation in which new behaviors are demanded if they are
to operate successfully, or cope (Hersey & Blanchard, 1971).
Refreezing, like internalization, is the integration of newly
acquired behavior in the individual's personality and/or ongoing
significant emotional relationships. Refreezing is a matter of
degree: changes learned from identification will persist to a lesser
degree than changes which have been internalized. Refreezing is a
matter of finding ways to continually reinforce a desired change so
that it does not get extinguished over time. As discussed in Chapter
V, refreezing was the least effective phase of the process used to
implement the Situational Assessment Program.
CHAPTER IV
DESCRIPTION OF THE CASE STUDY ENVIRONMENT:
PUNAHOU ACADEMY
4.1 Introduction
This chapter describes the school setting in which the Situa-
tional Assessment Program was introduced. This brief picture of
Punahou provides the reader with some basis for judging the need
for such a program as well as for judging the methodology of change
which is described in the next chapter. Those persons who might con-
sider implementing a Situational Assessment Program might profitably
compare their own environments to Punahou as a method of diagnosis.
Punahou is a unique and fascinating school system named by the
Los Angeles Times one of the ten best in the nation. The deliberately
objective analysis which follows does not convey the esteem in which
the school is held by its constituents and even opponents. Though
any school is a blend of components, for the sake of clarity this
chapter has been divided into sections: the cultural milieu and
organizational structure, the students, the faculty, early leader-
ship, and current leadership. The last section summarizes some of
the trends which form a basis for the diagnosis of driving and
restraining forces in Chapter V.
106
107
4.2 Punahou: The Environment and
Organizational Structure
The setting for this case study was a large, independent school
located in the most populous of the Hawaiian Islands, O'ahu. Honolulu
is both the largest city on O'ahu and the name of the only county
on O'ahu; thus the island is in actuality the City and County of
Honolulu, governed by a mayor and a city council. Honolulu is also
the seat of the state legislature which meets for a three-month
session each year, and the home of the offices of the governor of
this state.
Hawaii is the only one of the 50 states to have a centralized
Board of Education which governs all public elementary and secondary
schools in the state. This centralized Board, through a superin-
tendent of schools who is appointed by the Board, oversees a budget
appropriated by the state legislature. The curriculum, which is
generated primarily in a central district office, the testing, the
counseling and all other aspects of the school system are also
within his supervision.
Founded by Congregational missionaries in 1841, Punahou is one
of the two oldest schools west of the Rockies. Situated at the
mouth of Manoa valley overlooking Diamond Head and Waikiki, the
School is built on 80 acres of land which surround a lush spring
("Puna" — spring, "Hou" — new). Serving over 3,700 students,
kindergarten through high school, it is probably the largest inde-
pendent non-parochial school in the world.
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The community in which Punahou exists is uniquely supportive
and involved. Its PTA is the oldest and largest in Hawaii. Its
membership is so large and involved that Punahou hires two full-time
coordinators simply to direct its efforts and handle communications.
The parents and students put on a two-day carnival each year which
grosses over $600,000 in two days.
The expectations and standards of the PTA, the Trustees, and
to a lesser extent, the alumni are very high. Because Punahou is a
day school these elements of the community are in more frequent con-
tact and are more influential than they are in a boarding school.
Because parents pay tuition, they are more interested in or concerned
with the standards and expectations of Punahou than are public school
parents.
Punahou is administered by a board of self-selected trustees,
most of whom are prominent business men and women. The Presidents
of Bank of Hawaii, First Hawaiian Bank, Dillingham Corporation, and
the publisher of the Honolulu Advertiser, to name a few, sit on its
Board. A few board members are always from kamaaina (born and raised
in Hawaii) families, some going back to the first missionary companies.
The Board selects a President of the school who selects the
Treasurer, a Principal of the Junior School (K-8), and a Principal
of the Academy (9-12). Reporting to the Treasurer are a Director
of Development, a Superintendent of Buildings and Grounds, an
Alumni Secretary, the President of the PTA, and the Admissions Director.
The Principals are responsible for the faculty, the chaplains, the
coaches, and the counselors.
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The Junior School is organized in a different pattern than
the Academy. Kindergarten through 2 is one unit administered by a
supervisor; grades 3 and 4, with approximately the same number of
students, are administered by another supervisor, as are grades 5
and 6, and grades 7 and 8. The supervisors serve as both adminis-
trators and counselors within these subdivisions.
The Academy is structured around graduation classes. Each
class has a dean who is responsible for the academic, personal,
and college counseling of the 415 students in his or her class.
The deans are assisted by a full-time college counselor, who co-
teaches a course for all juniors in college guidance, and a psy-
chologist who works with groups of students in areas such as study
skills, interpersonal communication, and peer counseling.
Thus, the Academy is administered by the Principal, an
Assistant Principal, four deans and a college counselor. Both the
Principal and the Assistant Principal teach a class one-fifth of the
time as a matter of their own choosing. The deans also teach the
equivalent of one class. The Principal is assisted in some matters
(budgeting, curriculum and teacher evaluations) by department chair-
men, who are relieved of one-half of their teaching loads. The
school has a relatively small administrative staff, holding to the
theory that responsibil ity should be delegated as much as possible
to faculty.
no
4.3 Puna h ou: The Students
Punahou was originally for the children of missionaires, because
in 1820 when the missionaries arrived there were no schools in Hawaii
or California. The trip back to the east coast around the Cape was
far too difficult for most children to negotiate until their college
years. The racial makeup of the school changed, however, particu-
larly in the 1930's.
The student body in the Academy (grades 9-12) is college bound
(95%), coeducational, and multi-racial. No exact figures are kept
regularly on racial backgrounds, but in 1978 the IRS insisted upon
a report on racial makeup of the student body. Surprisingly, the
agency asked that this report be based upon the surnames of students.
Thus, a Richardson, primarily of Hawaiian descent, is counted as a
Caucasian, and a Lee, entirely of Caucasian descent, is counted as
Chinese. Based on this technique, the report to the IRS stated that
approximately 40 percent of the student body was Caucasian, 15 percent
Chinese, 25 percent Japanese, and 20 percent Hawaiian, Korean, Portu-
guese, Samoan, Vietnamese, Negro, and Tongan.
Due to its history, slight preference is given to the children
of missionaries, children of Polynesian ancestry, children of alumni,
and children of faculty. Students are admitted on the basis of a
written test and an oral interview. One out of three students who
apply are accepted, although that ratio is much lower for the high
school than for the elementary school.
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The economic makeup of the student body is primarily middle-
class, with a significant proportion being the sons and daughters
of professional people (lawyers, doctors, and public school teachers).
Admissions are made without regard to whether a family will need
financial aid. Punahou uses a standard statement of financial need
together with income tax forms to determine scholarhsip aid after a
student has been admitted. Approximately 25 percent of the student
body is supported to some degree with financial assistnace, the
primary source of which comes from a student-run, two-day carnival,
which in 1980 grossed $600,000, and by endowment funds which currently
stand at about $20 million.
Other than the unique racial mix, the students at Punahou are
much like those of several other upper middle-class suburbs: the
median IQ is 122; SAT Verbal average 580; SAT Math average 590;
average GPA high B-; and there are 17-28 National Merit Semi-
finalists in each class of approximately 415 students.
The 1670 students in the Academy comprise approximately 2 percent
of the high school students in the state. Due to their exceptional
motivation and competence, however, Punahou students win a dispro-
portionate number of honors, contests, and other events. Over 50
percent of the Advanced Placement students in Hawaii come from
Punahou. For the last four years Punahou students have won between
35 percent and 50 percent of the state championships in all athletics,
both men and women. The math teams and debate teams regularly place
in the top three categories in the state, and Punahou usually has
more National Merit finalists than all of the other schools in the
112
state put together. In general, Punahou students are thought to be
considerably more articulate, independent, assertive, and "mature"
than students in other Hawaiian schools.
4.4 Punahou: The Faculty
There are almost 100 teachers in the Academy, although
several, teach only part-time. Most come with prior experience and
high recommendations; turnover is less than 10 percent. The faculty
is attracted by talented students, a fine climate, good morale in
the Academy, reasonable salaries, and prerequisites such as sabba-
ticals at three-quarters pay every six years.
The salary ranges between $12,000 and $34,000. The median
salary is $20,000, and the median for teachers of five or more years
experience at Punahou is $22,500. There is also a separate schedule
of pay for summer school and for extra activities such as coaching,
advising the newspaper, and directing dramatic activities. Most
teachers put in more than a 50-hour week correcting papers, preparing
labs, planning courses and directing activities.
Analysis of levels of experience at Punahou demonstrates that
teachers are beginning to stay longer than they have in the past.
The median years of service for the Academy faculty is now 7.5; when
broken into subdivisions the proportions are as follows:
Probationary, 1-3 years service, number 28 or 31 percent.
Intermediate, 5-10 years service, number 31 or 34 percent.
Veteran, 11 plus years service, number 32 or 35 percent.
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Although the faculty is reasonably unified and morale is high,
a distinction is sometimes made between the attitudes of the younger
teachers (1-7 years of service) and the older teachers (more than
8 years of service). The veteran faction is proud that Punahou is
a "family" school with paternalistic policies such as preferential
housing, school-sponsored social gatherings, and school loans for
the purchase of homes and college tuition. The younger teachers
sometimes resent these same policies, partially because they do not
benefit from them as much. The general morale, however, is very good
and the younger teachers are often more enthusiastic and energetic
about aspects of teaching than the veterans.
The faculty is represented by a three-person committee which
discusses salaries with the Trustees. They also send representatives
to the Presidents Council, which discusses problems and grievances
with the President. In special situations, such as a proposed
change in sabbatical policy, school-wide faculty "town meetings"
are convened to hear all sides of an issue. A short-lived faculty
council was formed to better represent the faculty, but interest and
issues waned, and after three years it was disbanded. The faculty
has shown little interest in union representation, and several
influential teachers oppose unionization.
The faculty exhibits considerably more leadership and responsi-
bility for curriculum development, course and credit determination,
teaching structure, and extracurricular activities than any other
high school faculty in Hawaii. For example, most of the courses and
some of the texts at Punahou were developed by Punahou teachers.
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Under variable scheduling, each teacher determines, within
certain limits, the length of class meeting, the number of class
meetings per cycle, and the enrollment size of each class meeting.
This increased faculty responsibility, however, has emerged in the
last ten years during the transition in Punahou leadership.
4.5 Punahou: Early Leadership
Although Punahou was established in 1841, its national recog-
nition for excellence is of more recent vintage. In the last 40
years the marked effect of leadership style on the quality of the
institution sets Punahou apart from surrounding schools. In the
public sector leaders are transferred and rotated frequently, at
Punahou, on the other hand, there have been only two Presidents in
the last 40 years. Dr. John Fox from 1938-1968, and Dr. Roderick
McPhee from 1968 to the present. Similarly, there have been only
two Principals in the elementary school in that same period, Dr.
Victor Johnson from 1946-1974, and Duane Yee from 1974 to the present.
In the Academy there have been two Principals, Walter Curtis from
1945-1969 and Winston Healy, Jr. from 1969 to the present. The
most manifest movement toward excellence came under the leadership
of Dr. John Fox, a charismatic, decisive, highly competitive president,
whose style was highly authoritative.
The faculty lived in awe and sometimes fear of Dr. Fox. He
had hired each one of them and he personally set the salary schedule
for each one of them. He was particularly known for his decisive
action in releasing teachers. On at least three occasions in the
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1960 s a teacher was told that he had 12 hours to gather his belong-
ings and get on a plane for the mainland; household furniture and
personal effects were packed and shipped by Punahou crews at a
later date.
Dr. Fox supervised every aspect of the school very closely
when he was in the Islands, but paradoxically, he almost completely
abandoned the administration while he went on yearly two-month
"recruiting" trips. His Principals were alternately called upon to
be completely independent and responsible in his absence, or highly
subordinate in his presence. While in residence his scrutiny extended
to the teaching, behavior, and even the dress of individual teachers.
He had a telephone installed in the bathroom of his home and often
called each of his two Principals early in the morning to review the
states of various proposals and concerns.
In 1944, Dr. Fox selected Walter Curtis, a young biology teacher,
to be a probationary Principal of what was then called the Upper
School. Mr. Curtis was given "one year to prove himself" while Dr.
Fox searched for a successor. Through diligent work, an excellent
sense of organization, and a firm sense of values, Mr. Curtis was
able to prove himself in that first year. But he never forgave or
forgot Dr. Fox's tentative offer, and he firmly believed that his
position as Principal would be determined each year on a basis of
a performance evaluation.
Everything Walter Curtis earned came by dint of conscientious
effort. His high school education was interrupted by the harvesting
season each year, and he worked his way through college over a
period
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of five years. He had no training for leadership and no great
desire to supervise adults. He hated to address groups of people,
and his favorite work during the school year was working by himself
generating the master schedule.
Mr. Curtis' leadership was characterized by close supervision
of all aspects of the school operation, standardized policies for
as many aspects of the operation as possible, a high emphasis on
efficiency, a high degree of organization and anticipation, and a
high degree of control of the behavior of both the faculty and the
students.
Neither Dr. Fox nor Mr. Curtis was noted for warmth or rela-
tionship behavior. Both emphasized corrective action more than
supportive action. Compliments from Mr. Curtis were given grudgingly
albeit sincerely; support from Dr. Fox, although it came more fre-
quently, was often in the form of a joke or a barb or at the expense
of someone else.
The "excellence of Punahou" became a slogan under the leader-
ship of John Fox. He was particularly aggressive in athletics,
badgering and firing the least successful coaches and lavishly re-
warding the winners. He recruited athletes, especially from the Samoan
community, and finally succeeded in reversing what had been a dismal
athletic record. Admissions to college and financial grants were
publicized as indicators of Punahou's success in academic competition.
The evaluation system developed during this era was entirely
typical of the "high task" style of Curtis and Fox. Although Dr.
Fox preferred to hire inexperienced teachers — for financial
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considerations— he expected them to perform competently in the
classroom within the first two years or they would be dropped before
they reached the tenure track. Dr. Fox demanded specific informa-
tion: he would ask questions such as "What is this teacher's rank
in the English Department?" or "Would you rate him as an 'A' teacher,
a '
B
' teacher, or a 'C' teacher?"
The system Mr. Curtis devised to provide this information was
based upon his own preoccupation with standardized forms and proce-
dures. Teacher evaluation was conducted by Mr. Curtis and the deans
of the class. Each dean was expected to visit a teacher two or three
times during the year. At the end of every year for a probationary
teacher (or every third year for a tenured teacher), the faculty
member would be called into Mr. Curtis' office and given a five-page
check sheet which noted where that person stood in relation to his
peers. The categories included "Appearance," "Rapport with Students,"
and "Organization/Administration." In the last four years of his
principalship Mr. Curtis invited department chairmen to visit and
write comments on teachers in their departments, but the department
chairmen were not consulted in the formulation of the final standard-
ized check sheet.
The school, which had been a small relatively unknown boarding
school even within its own immediate community, made a giant leap
forward under the directive leadership of Fox and Curtis. Within 20
years it became the most widely respected academic and athletic
secondary school in Hawaii. This era of leadership, however, was
coming to an end. Dr. Fox and Mr. Curtis retired within two years of
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each other. Dr. Fox, in fact, retired early, seeing, as he said,
the handwriting on the wall." His style of leadership was no
longer acceptable to some of the faculty, and as he put it, he would
rather "retire than change." The nature of the faculty in the 1960's
had in fact been changing. Fewer teachers were leaving Punahou;
the average age of teachers was rising as was the average number
of years of service. The faculty was becoming more confident, com-
petent, and responsible. In siiort, it was becoming more "mature."
4.6 Punahou: Current Leadership:
Dr. McPhee
Upon Dr. Fox's retirement in 1968, the Board of Trustees for
the first time in 25 years selected an administrator from outside
the school. Dr. Roderick McPhee. Dr. McPhee earned his doctorate
at the University of Chicago School of Educational Administration,
co-authored a textbook. The Organization and Control of American
Schools
,
taught at the Harvard University School of Education, worked
at the federal level in Washington, and had been Superintendent of
schools in Glencoe, Illinois. His leadership style contradicted
that of Dr. Fox.
Dr. McPhee preferred to delegate authority or to make decisions
by consensus of his administrative committee. He hired a development
director and delegated the organization of fund-raising to him, he
restructured lines of authority in such a way that the chaplains
and the athletic director no longer reported directly to him but to
the Academy principal. The two principals were given full power to
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hire and fire teachers; Dr. Fox, in contrast, guarded those pre-
rogatives closely.
The role of the President has changed dramatically under
Dr. McPhee, who devotes most of his time to community, board, parent,
and alumni relations, fundraising, and public affairs. Decisions
pertaining to the operations of the school, which Dr. Fox had super-
vised closely, have been almost entirely delegated by Dr. McPhee.
Although he is never absent from campus for long periods of
time, as Dr. Fox was, Dr. McPhee is not similarly inclined to inter-
vene in the day-to-day affairs of the Academy or Junior School. It
is not unusual for a week to go by with no communication from the
President about any matter relating to the operations of the Academy.
He demonstrates little concern for the operations of the Academy,
such as structuring the school year, planning, setting goals, or
reviewing programs. Although he is supportive when he feels support
is needed, he seldom shows any evidence that he is supervising the
work of any of his subordinates. He is prone to an occasional "4-1
zap," especially over values considerations such as backless dresses
on girls and the length of hair on faculty members. He usually does
not follow through, as Dr. Fox would have done, to see that his
temporary outburst results in corrective action.
Dr. McPhee appointed the author as Principal in 1969. Seldom
has Dr. McPhee initiated a request for change or even a meeting
which would assess some aspect of the operation of the Academy.
More frequently teachers, principals, or parents have initiated
such meetings with the President. At such times he has gathered
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evidence, listened to alternative solutions, and either suggested a
course of action or allowed a particular group to choose by consen-
sus the course of action to be taken.
Under the leadership of Dr. McPhee, the impetus for change
comes not from his office but from the principal or the faculty. Dr.
McPhee's administrative committee, made up of the two Principals,
the Treasurer, the Director of Instructional Services, and the
Superintendent of Buildings and Grounds, serves more as a personnel
committee than as an agency for change. A review of the minutes of
the administrative committee indicates that a majority of the busi-
ness relates to the formulation of personnel policy and the imple-
mentation of that policy. The budget is formulated in other areas
of the school and is finally approved by the administrative committee;
the salary schedule is formulated by a faculty-administrative-trustee
committee which simply informs the administrative committee of its
acti on.
4.7 Current Leadership: Win Healy
Dr. McPhee's appointment of Win Healy as principal was a sur-
prise to most people. Considerably younger than two of the deans who
had been in line for the job, the new principal was inexperienced and
notably "liberal." Nevertheless, his leadership style for the first
three years in office was notably task oriented, though he delegated
several new powers and responsibilities to the department chairmen,
and the responsibilities of the deans were redefined. Requirements
for graduation were revised and increased, the student government
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structure was drastically revised, and a student-administered
activities fund was started which now has a balance of $ 30 , 000 .
In general, the changes tended to delegate responsibilities
hitherto held by the president or the principal. Interviewing
and hiring of teachers became a primary responsibility of the de-
partment chairmen in consultation with the principal. Disciplinary
decisions involving students, including expulsion, became the
responsibility of the "Council of Deans" rather than that of the
principal alone.
The single most important decision made by the new principal
came in his second year in office. With the assistance of only two
close friends on the faculty, and without the benefit of diagnosis
of driving and restraining forces, an entirely new and radically
different schedule was introduced in the Academy. The implementation
was opposed by many of the faculty and parents, and the process of
change was so poorly planned, audacious, and chaotic, that it nearly
failed. With the wisdom of hindsight it can be seen that the directive
change cycle was inappropriately used: the Academy schedule was
abruptly changed, immediately forcing the faculty into new patterns
of teaching in order to "survive."
The new schedule restructured the academy in several significant
ways
:
• The unscheduled time of faculty and students was increased
tremendously.
• Time constraints had prevented the use of facilities such as
the library and the computer center. Suddenly they hecame
overcrowded, and students became disruptive.
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§ Students and even teachers left campus during the day to
conduct personal business. The issue of "control" of student
behavior became a nightmare.
• Without the reassuring structure of daily contact, some
students started to "goof off" and fail.
• Each teacher was given the opportunity to choose how many
times his class would meet, how long it would meet, and in
what what rooms it would meet. These decisions had been made
entirely by the principal under the traditional schedule.
4.8 Summary and Analysis of
Selected Trends
In retrospect, the most fundamental change which occurred in the
transition from the traditional schedule to the variable schedule was
a shift in decision-making in the Academy. The power implicit in the
schedule is second only to the power implicit in the budget in a
secondary school system. For the schedule to be determined more on
the basis of what teachers felt would be appropriate than on the basis
of what an administrator felt was appropriate (or more commonly what
was more efficient) represented a significant shift in power and
responsibility. Whereas before teachers had thought of themselves
as employees or "almost children" of the benevolent authorities, many
of them now began to see themselves as decision-makers and leaders in
their own domain.
If it is true that an ineffective cycle had existed, the effec-
tive cycle began with the variable schedule. Leadership had high
expectations and a great deal of trust, and the faculty responded
with more responsibility and independence than could have been expected.
The high expectations, the trust, and the delegation of responsibility
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were seen as motivators (Hertzberg, 1968); suddenly a cadre of people
capable of leadership became evident in the Academy faculty.
In the last eight years the shift in decision-making powers
has continued. More opportunities for leadership have been created
within the organization, stimulating faculty to think of themselves
as potential leaders. Department chairmen have been given increased
responsibilities in budget, teacher selection, and teacher evaluation.
A faculty salary committee has been formed for the purpose of communi-
cating the faculty's wishes to the trustees.
Another trend which had begun within the Academy with the vari-
able schedule was the breakdown of traditional insularity and isolation
of faculty members. With more unscheduled time, faculty members
began to meet more often to share ideas about curriculum, grading,
salaries, and all aspects of education. The increased communication
between faculty seemed to have a positive effect on morale. More sug-
gestions for improvement were put forth by the faculty before minor
problems became crises.
Another change in behavior was the increase in interdependence,
as seen, for example, in team taught courses. A humanities team
evolved with a science teacher, an English teacher, and a social
studies teacher working together in a senior seminar. The United
States history teachers developed a highly innovative "contract"
course which put a premium on interdependence and student responsi-
bility. The course quickly became one of the most challenging and
popular courses in school.
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Within the last eight years the faculty has been given consider-
able decision-making power in the area of curriculum. Grants are
offered for curriculum writing in the summer; departments are quite
autonomous in proposing new courses and in setting up objectives
for courses. Textbooks are selected entirely by teachers.
During this same period the Board of Trustees at Punahou made
two decisions which affected the "independence" of the school. First,
they made a decision to refuse all aid from the federal government.
Thus, Punahou refuses the free milk subsidy offered to independent
and public schools alike. The administration was not allowed to apply
for a $300,000 grant to renovate a historic building on campus, even
though the grant was promised "with no strings attached." The second
decision came in 1972, when the Trustees voted to abolish tenure for
faculty members and to utilize in its stead a system of extended con-
tracts of from one to a maximum of five years. As a gesture of good
faith, the President awarded all teachers who had formerly been on
tenure a five-year contract commencing in 1973 and ending in 1978.
While this decision was greeted with apprehension by some, it seemed
to have very little negative effect on morale or productivity. This
again indicates a healthy degree of self-confidence or a high degree
of trust, or both, on the part of the faculty.
CHAPTER V
IMPLEMENTING THE SITUATIONAL ASSESSMENT PROGRAM
5.1 Introduction
The study of organizational behavior and organizational change
consistently supports the need for a methodology to implement change,
a series of strategies which cause an advocated innovation to become
durably "installed" in an educational system. This chapter shows
how the implementation of the Situational Assessment Program took
place at Punahou through several planned phases. These phases con-
stitute the "methodology for change" mentioned in Chapter III, 7.
The chapter is organized around these phases, the first of which
involves diagnosis. Before a methodology for change could be selected
or planned, it was necessary to diagnose the situation to discover
how much resistance there was to the innovation, and how much resist-
ance there might be to a change strategy such as coercion. The method
used for this diagnosis was Lewin's concept of force field analysis.
Next it was necessary to decide whether to change, by using partici-
pative or directive strategies.
Lewin's three phases of the change process were useful in
planning the actual strategy of implementation. "Unfreezing," the
phase discussed in the fourth section of this chapter, is the process
by which individuals are prepared for, and motivated to accept, an
i nnovati on.
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"Changing," the second of Lewin's phases, is the process by
which individuals assume new knowledge, attitudes, or behaviors.
Changing constitutes the fifth section of this chapter. The sixth
section describes one aspect of change, "internalization," as seen
in four actual examples at Punahou.
Lewin's final phase, "refreezing" is the process by which new
behavior becomes integrated into the individual's and the organiza-
tion's patterns of behavior. The last section of this chapter
looks at efforts to "refreeze" the new behaviors inherent in the
Situational Assessment Program and to integrate them into the behavior
patterns of individual teachers as well as the organizational behavior
of Punahou.
5.2 Force Field Analysis
Considerable analysis and diagnosis took place before a potential
problem was identified at Punahou. The theoretical problems of
traditional evaluation had been identified, and surveys had been con-
ducted to ascertain faculty attitudes toward evaluation. Finally, a
tentative alternative, the Situational Assessment Program, was drawn
up. Identification of problems, surveys of attitude, and conceptual-
izations of alternatives are all diagnostic activities. The final
necessary aspect of diagnosis has to do with ascertaining the chances
for success of a given change strategy and a given innovation is a
given situation.
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Earlier chapters have presented the situation and the innova-
tion. The method used to diagnose the chances for success was
Lewin's force field analysis. As stated in Chapter III, force field
analysis consists of listing the existing or potential forces which
would tend to support a given change (the driving forces) and
listing the forces which would tend to inhibit a given change (the
restraining forces). This sort of analysis allows the change agent
to increase the supporting forces, transform the inhibiting forces,
or both. It also permits the change agent to select appropriate
methods of change and to anticipate problems of implementation. The
force field analysis done in 1974 is herein presented in outline form.
5.2.1 Pi agnosi s—Restrai ni ng
Forces
• The goal of the program was to change group and individual
behavior
,
which is more difficult than to change knowledge
or attitude.
• Faculty perception of lack of time to organize, integrate and
coordinate their own team.
• Trustee perception of accountability: would the President
and Trustees accept evaluations from persons other than their
designated administrators?
• Availability of information: the essential workshop in
leadershi p theory.
• Motivation: why should faculty take on a new "administration
Task"?
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• Appropriate instrument for placing self in the appropriate
supervisory quadrant or gaining sufficient knowledge to
place self in the appropriate quadrant.
• The question of whether others would be willing to serve on
one's team ("spreading the faculty too thin").
• Span of control for the change agent/coordinator of the
Situational Assessment Program.
5.2.2 Diagnosis: Driving Forces
• Variable schedule and the increase of teacher responsibility,
teacher decision-making, and teacher maturity.
• Assessed maturity of the faculty (S2 to S3).
• End of tenure and due date for issuing of new extended con-
tracts: the reappearance of traditional evaluation.
• Team teaching and interdependence: the Situational Assessment
Program as an extension of interdependence, teamwork and
support groups.
• Madeline Hunter: theories of peer supervision and support
groups
.
• The Situational Assessment Program potential for being non-
threatening and non-obtrusive.
0 Dysfunctions of the traditional evaluation system: dissatis-
factions, fears, and anxieties.
t The potential for increased open communication seen by many
as a "pleasant" or intrinsically rewarding activity.
129
• The S4 leadership style of President McPhee: .the presumed
non-interference of superiors.
One aspect of the force field analysis is worthy of further
explanation. Hersey and Blanchard (1977), and R. J. House (1967),
discuss four levels of change in people: (1) knowledge, (2) atti-
tudinal, (3) behavioral, and (4) organizational. Each level of change
becomes more time consuming and difficult to accomplish. Thus, a
simple lecture might suffice to change a person's knowledge, but
consistent practice, reinforcement, and supervision over time would
probably be necessary to change his or her behavior. The goal of the
Situational Assessment Program was to change individual and organiza-
tional behavior
,
a far more difficult and time consuming task than
effecting a change in knowledge or attitude. This aspect of the force
field analysis became especially evident and burdensome in the final
phase of the change process, refreezing.
5.3 The Participative Cycle
of Change
Before beginning the process of change, it was necessary to con-
sider the method of change which was to be utilized. Most of the
literature on organizational change suggests a continuum with two
basic strategies. At one end would be what is called "compliance,"
coercion, or directive change, which is characterized by the use of
position power, imposition of implied or actual force, and/or direc-
tives, fiats, laws, or procedures. At the other end of the continuum
is participative change, sometimes called dissemination or diffusion,
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which is characterized by persuasion, identification, "buying into"
an innovation, and/or individual choice. There are advantages and
disadvantages to each strategy. For example, directing teachers to
adopt a new textbook may be quicker and more complete than diffusing
the innovation (textbook) by word of mouth or participation in curri-
culum committees. On the other hand, those teachers who chose the
new text may be more committed to "making it work" than some who are
directed to use it.
Based on the force field analysis of the faculty and situation
at Punahou, we decided to use the participative strategy as much as
possible, though we recognized the advantage of occasional use of
the directive change strategy. Predominant factors in this decision
included the assessed high maturity of the faculty, the low need for
dramatic "unfreezing," the availability of time, and the incompati-
bility of coercion and Situational Assessment.
Situational Leadership demonstrates that extensive use of posi-
tion power and task behavior usually will be inappropriate for workers
with moderate or high maturity. The Situational Assessment Program
is predicated in part on the theory that different supervisory styles
are needed for different maturity levels. The incompatibility of
treating all teachers as if they were immature (using the coercive
strategy of change) in order to motivate them to accept more respon-
sibility for their own growth was incontrovertible. Surveys indicated
no strong resistance to change on the part of the faculty, and thus
no drastic "unfreezing" by powerful external forces seemed necessary.
Similarly, because the program did not have to be implemented quickly,
coercion was not mandated by the exigencies of time.
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5.4 The First Phase of
Change: Unfreezing
"Unfreezing," the first of Lewin's three phases of change, is
intended to prepare and motivate an individual or a group for change.
Hersey and Blanchard point out that unfreezing may occur either
when driving forces are increased or restraining forces are reduced.
Probably the single most significant aspect of unfreezing occurred
when the Punahou administration, by fiat, abolished tenure for its
faculty and replaced it with extended five year contracts.
The "custom" of tenure afforded the faculty a certain amount of
security; its removal prepared the way for new procedures and expec-
tations. Schein (1968) mentions several common elements of "drastic
unfreezing," one of which is "the undermining and destroying of all
social supports." Tenure, of course, was only one such support.
Another element of unfreezing, according to Schein, is "the
consistent linking of reward with willingness to change and of
punishment with unwillingness to change." It would be inaccurate to
say that the reward of an extended contract was "consistently linked"
with willingness to participate in the Situational Assessment Pro-
gram. Contract renewal was, however, mentioned at the beginning of
each year. Several teachers would not have attempted 4 Situational
Program were it not for this intrinsic reward of an extended contract.
The unfreezing process began at least three years before the
first lecture to the faculty on the Situational Assessment Program,
and the process continued for at least three years after that lecture.
This is so because, since the participative change cycle was utilized,
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different individuals were "unfrozen" at different times and by
different stimuli. Teachers whose contracts had not yet expired,
for example, weren't usually motivated to think about evaluation,
growth, or assessment. Thus, the processes of "unfreezing" and
"changing" tended to blend together and to occur simultaneously,
rather than to exist as independent phases occuring in sequential
order
.
5.5 The Second Phase of Change: Changing
The most effective unfreezing strategy used while implementing
the Situational Assessment program was accomplished by compliance.
That is, persons in positions of power at Punahou removed tenure,
which until then had been a fundamental organizational support. Com-
pliance is one of three change mechanisms identified by Kelman (1958)
which were useful in the process of change. The other two mechanisms,
identification and internalization, are identified more with the
participative cycle of change.
5.5.1 Identification
Changing has been defined as the process by which individuals
assume new knowledge, attitudes, and behavior. Change may occur when
individuals acquire new attitudes or behavior from models with whom
they wish to identify (Kelman, 1958). We decided that changing by
means of identif icati on would be most effective if the models selected
had personal power. Therefore, the changing process which began in
the fall of 1976 focused on a group of teachers who had been selected
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by their peers and the administration to serve as department chairmen.
Emphasis was placed on inf 1 uentials who had personal power because
that was more appropriate to the underlying strategy of participation
as a means of change as compared to compliance as a means of change.
Prior to the beginning of school in September 1976, we held an
all-day workshop for department chairmen in which the concept of
Situational Leadership was explained, discussed, and applied to a
number of case studies. Many of these same chairmen and several
influential teachers also attended as ASCD workshop, devoted to eval-
uation and assessment strategies, contained a component dealing with
leadership which was, in the opinion of this author, very poorly pre-
sented. During the workshop this author formed an ad hoc group of
interested persons to discuss the relationship between leadership
theory, Situational Leadership, and evaluation.
Both of these meetings heightened the consciousness of the
eight department chairmen in the secondary section of Punahou. We
agreed to gather for further discussions to more fully explore and
experiment with the concept of Situational Leadership. It was also
proposed that department chairmen select teams to assist them in
growth, using the Situational Assessment Program as a model. Support
was promised in areas such as knowledge of theory, methods of evalua-
tion, methods of determining appropriate quadrants, and so forth.
The author himself formed a team comprised of two department chairmen
and two faculty members. Seven growth teams were formed in the fall
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of 1976, and five of these teams stayed together and continued to
work productively throughout the school year.
These programs met with varying degrees of success. The
author established an S4 program (low task/low relationship) on the
theory that he was mature and that a low task/low relationship eval-
uation group would be most appropriate to his needs. The result was
that for six months few meetings were called, and no firm goals were
set. Although the group provided some soci o-emoti onal support, it
was not, in general, considered to be a success. Later, however,
this was to prove a good case study demonstrating the importance of
accurately and honestly assessing one's situation as well as one's
maturity.
The most influential program in that initial group was one
begun by a teacher who perceived a real need to avoid the traditional
evaluation system. This teacher was the type of person who became
very anxious and even upset whenever anyone visited her classroom.
The administration had tried giving her advance warning and had even
asked her to invite them to a class in which she felt comfortable.
This resulted in days of anxiety as she prepared for the anticipated
visit; the class itself usually would be over-prepared, strained,
and unnatural. The administration then experimented with "surprise
visits," but she was almost traumatized on each visit, and the class
was very aware of the tension and the discomfort she felt.
This teacher had a real motivation for devising a system of
evaluation or feedback that would help her to grow, yet which would
not be dependent upon the traditional "visit" by an administrator.
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The teacher selected a team of students, one peer, and a department
chairman which then met to devise goals and objectives. The team
met regularly thereafter, formulating a series of strategies to
evaluate the goals, following up on these strategies, and reporting
back to the teacher. For example, one of the goals they selected
was improvement in the area of teaching composition. Their strategy
for feedback was to be "unobtrusive"; i.e., one which would not
involve "outsiders" visiting in the classroom. The solution involved
an analysis of oral tapes, assignment sheets, and randomly selected
student essays which had been critiqued by the teacher. Toward the
end of the year a survey was given to students on the subject of
this teacher's effectiveness in the teaching of composition.
This particular program could best be identified as S2: it
had elements of structure such as deadlines, goal setting, strategy
development, and regular meetings. On the other hand, it emphasized
collaborative relationships in the nature of the meetings, and in
the exclusion of those in position power. The teacher was relieved
not to have been evaluated in the traditional way. She selected a
team, however, which was candid and very specific in identifying both
areas of strength and areas which would need work in the future.
By 1977
,
eligible faculty had heard of the Situational Assess-
ment Program through one of the model programs which had taken
place a year earlier. Some had even served on Situational Assessment
teams in these early programs. Since experiences (the author s
excepted) had mostly been positive, the faculty was receptive and
open to change. Furthermore, the change agent had been able to
test
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out" the program to discover its problems and pitfalls. Diffusion
of the innovation through planned interactions of models with the
target group proved to be an effective way to positively influence
teacher attitudes about the Situational Assessment Program. The
process of identification as a change strategy was, however, a rela-
tively slow and inconsistent way to disseminate knowledge.
5.5.2 Dissemination of
Knowledge
As mentioned earlier, lower levels of change, such as knowledge,
are relatively easier to accomplish than higher levels of change,
such as attitudes or behavior. While a lecture will usually only
affect the level of knowledge, it is nevertheless a useful technique
to make a large group of people aware of a common body of factual or
procedural information. Having attempted to unfreeze the faculty and
then to positively affect their attitudes about Situational Assessment
through the process of identification, we next moved to the dissemi-
nation of knowledge.
On the morning of the second day of faculty orientation,
September 1977
,
the survey of faculty attitude toward traditional
evaluation was given to each applicable teacher (See Diagram 3.1).
At two o'clock on that same day, after all of the surveys had been
collected, a lecture/workshop was given by this author on the subject
of the Situational Assessment Program.
There was a certain amount of apprehension on the part of
previously tenured teachers that they would be submitted again to
the traditional method of evaluation. The speech sought to capitalize
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upon that apprehension by proposing an alternative without in any
way coercing or otherwise enforcing compliance with the Situational
Assessment Program. It was understood at the outset that none of
these veteran teachers had to go through any form of evaluation
that year since their contracts were not due to expire until 1979 .
If they wished to participate in the Situational Assessment Program,
there was the incentive of another five-year contract in return for
their efforts.
The first step in the lecture was a careful definition of the
traditional evaluation program at Punahou which involved:
• Team of people selected by administrators;
• To observe classes and consider data;
• To report data for the purposes of growth (improvement of
the teacher) and retention (deciding on extented contracts).
Some of the problems of this system of evaluation were discussed
the problem of the "cold tone" of the evaluation letters, disagree-
ments between some faculty and some administrators as to the defini-
tion of effective teaching or the characteristics of an effective
teacher, and so forth.
The second half of the lecture/workshop was devoted to the
Situational Assessment Program, which was defined as
• Teams of people selected by a teacher;
• To assist the teacher in setting goals;
• To assist the teacher in selecting methods of measuring
progress toward these goals;
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• To provide feedback to the teacher about growth in some
agreed way and in some agreed time span;
• To achieve the single goal of growth.
Each of these concepts was explained and defined and questions
were answered. For example, the subject of "measuring progress" was
divided into unobstrusive and obstrusive methods. We emphasized that
the Situational Assessment Program was to be an individualized or
customized program premised upon agreement and ownership by the
te acher
.
Considerable time was devoted to the question of how to select
teams. The four quadrants were explained, and strategies and super-
visory styles appropriate to each quadrant were provided both orally
and in writing (See Diagrams 5.1 and 5.2). A participating teacher
would then diagnose his cwn position on the Situational Leadership
model .
It should be interjected here that the administration had
already completed the process of diagnosing all 30 of the previously
tenured teachers. Five had been diagnosed as being in need of close,
structured SI supervision, and they were, therefore, mandated to be
evaluated under the traditional system. Of these, two were subse-
quently given three-year contracts, two, five year contracts, and
one teacher of over fifteen years experience was dismissed.
The keys to selecting the appropriate assessment quadrant are
knowing the individual, knowing what situation the individual is in,
and knowing what style works best for the individual. The faculty
was introduced to the concepts of task behavior and relationship
(low).*
RELATIONSHIPS
BEHAVIOR
-
>
(high)
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Diagram 5.1
Supervisory Stances According to Quadrant
LT
HR
Appropriate Style:
Collaborative
Lets teacher propose ob-
jectives to group
Provides soci o-emoti onal
support for group
Provides feedback when
solicited
Lets teacher choose in-
struments set deadlines
S3
Appropriate Style:
Collaborative
Works toward consensus on
objectives
Provides soci o-emotional
support when appropriate
Provides continuous feedback
positive and negative
Works toward consensus on ap-
propriate instruments and
deadli nes
S2
HI
HR
Appropriate Style:
Non-directive
Approves and oversees con-
tract
Rewards initiative and
responsibi 1 i ty
Gives feedback when soli-
cited
Lets teacher fulfill con-
tract/choose instruments
LT
LR
S4
Appropriate Style:
Di recti ve
Initiates structure: present
objectives and invite questions
Makes teacher feel secure yet
moni tored
Provides consistent objective
feedback on all aspects of
teachi ng
Helps teacher select measure-
ment instruments, set deadlines
SI
HT
LR
( 1 ow )
< TASK BEHAVIOR (high)
(low)-*
RELATIONSHIPS
BEHAVIOR
(high)
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Diagram 5.2
Appropriate Instruments for Assessment According to Quadrant
LT HT
HR HR
Style: Collaborative Style: Collaborative
Unobstrusive Measures Team visits or team critiques
of videotape
Videotapes or class visits
(team or i ndividual
)
Comparative student feedback
data (structured)
Structured and unstructured
student feedback- Team use of formal instruments
discussion (forced choice scales)
Self-analysis Self-analysis
S3 S2
Style: Non-directive Style: Directive
Unobtrusive measures Class visits, writeups, and
oral reviews
Self-analyzed videotape
Videotape followed by critique
Self-analyzed unstructured
Student questionnaires (struc-student feedback
tured) followed by discussion
Self-analysis
Comparative student scores
or standard exams
i
S4 SI
LT HT
LR LR
j
(low) TASK BEHAVIOR (high)
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behavior and to leadership theory as adapted to the question of
supervision.
5. 5. 2. a Examples and Analogies
Examples and analogies are specific methods of conveying
information effectively. The role of these two devices is examined
extensively in communications theory. It is sufficient to simply
point out that these methods have proved to be powerful and per-
suasive in the field of teaching.
Examples were given of the effect that situation has upon the
selection of supervisory style. (The term "maturity" was largely
avoided due to the negative connotation of "immaturity".) We
pointed out that the situation of being under extreme emotional stress
called for a different leadership or supervisory style than might
normally be the case. The author's own example proved quite ef-
fective in a reverse way. A non-directive supervisory style had
been selected in this first attempt at Situational Assessment, and
almost nothing had happened for a year.
In retrospect, it was pointed out, this author's overall assess-
ment of maturity may have been accurate, but his assessment of the
situation was quite unrealistic. Although my situation at work was
normal (with the possible exception of the additional burden of
beginning the implementation of the Situational Assessment Program),
my situation at home was in crisis: my wife of ten years had moved
to California, leaving two elementary school children to be cared
for. This experience of inaccurate assessment of situation proved
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to be educational in that it powerfully demonstrated the difference
between intellectually understanding the role of situation as it
relates to maturity and actually feeling or experiencing the rela-
tionship of situation and maturity.
Analogies were drawn between the teaching of freshmen and the
teaching of Advanced Placement History classes. Freshmen are gen-
erally in need of structure, daily monitoring, and frequent rewards.
Advanced Placement students, on the other hand, are more mature and
can go for long periods of time without reward or close supervision.
The intuitive sense of experienced teachers about how students
grow during the span of the school year was also analogous. Es-
sentially, teachers begin school in a high task/low relationship
mode, setting priorities, expectati ons, and deadlines. In the middle
of the year they move into a high relationship/high task mode,
developing support, encouraging and reinforcing students' work while
still making objectives clear. Later in the year they may give
longer research papers or long-range assignments, leaving the students
to set up internal deadlines for these tasks. In a few cases it is
even possible to allow students in the final quarter to work on inde-
pendent study programs for long periods of time with little or no
supervision or reinforcement. Thus, teachers could see that teaching
style could vary from SI to S4 according to the situation, the
maturity, and the needs of students. By the same token, it was pointed
out that assessment or supervisory style should or could vary according
to the needs of the individual teacher.
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The faculty response to this lecture may be found in Appendix
A. Following this lecture, a series of smaller meetings were held
with the faculty who chose to become involved. Realizing that they
were being allowed to work with the Situational Assessment Program
in lieu of the traditional program, 20 of the eligible 30 faculty
members elected to participate.
5.5.3 Participation
Perhaps by the processes of identification or persuasion which
we had planned, only teachers who volunteered and were motivated to
change remained. The meetings now became problem solving sessions
in which we shared concerns and solutions. Questions posed by one
teacher would often be "answered" by other teachers. For example:
• Won't this program take too much time? (It might, but the
teacher's growth is well worth cutting out some conferences
or even classes.
)
• Won't it take too much time from the other teachers to serve
on my team? (Teachers are not the only people who are eli-
gible to serve on teams, and every teacher is entitled to
refuse the invitation. A part of anyone's growth, however,
might be to observe other professionals, and membership on
your team helps others to fulfill this goal. Interdependence
is a worthwhile goal in itself.)
• I've never liked intruders in my class. (Devise some inno-
vative, unobtrusive measures such as conference sign up
sheets, student surveys, video and oral tapes, and unseen
observers
.
)
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After selecting a team appropriate to his or her own assess-
ment quadrant, each teacher was then asked to construct and discuss
a "contract" based on the options available within this quadrant.
For example, the teacher in S4 might choose to improve his skills
in promoting inquiry learning as a desired outcome. His program
could be non-directive in the sense that no other adult would
supervise it. Feedback might come from a colleague who would pro-
vide objective information about the interaction patterns in his
classroom. Appropriate standardized instruments for measuring inter-
action might be selected (e.g.
,
the Flanders Interaction Analysis),
or the colleague might simply be asked to record the time students
spend answering questions in comparison with the time spent on
"teacher talk."
Because all but one quadrant of the Situational Assessment
Program involved a great deal of participati on on the part of the
faculty, the program, in effect, "implemented itself." Generally
speaking, teachers who participated to the extent that they initiated
a program for themselves usually became quite committed to the Situa-
tional Assessment Program in general. They, in turn, persuaded others
to participate as team members as well as initiators of Situational
Assessment Programs in later years.
5. 5. 3. a Rewarding Successive
Approximati ons
On various occasions during the year it was possible to positively
reinforce teachers involved in Situational Assessment Programs.
Be-
havior Modification theorists believe that positive reinforcement
will
145
strengthen the behavior and make the behavior more likely to recur,
especially if the reinforcement is immediate (Hunter, 1967). We
intended to reinforce desirable behavior in participants, especially
in the unfreezing and changing phases, during which it was assumed
faculty would need more soci o-emoti onal support. For example,
structure was removed when teachers were told they no longer had to
be evaluated in the SI style. When a teacher then demonstrated
willingness to take responsibility for self-assessment (showed
maturity), the teacher would be praised or otherwise rewarded.
Positively rewarding successive approximations was a particularly
effective technique for changing behavior during the participative
problem solving meetings held right after the initial lectures.
During these meetings it was easy to identify and reward mature be-
havior. For example, one teacher asked in a plaintive voice, "Won't
other teachers be too busy to serve on my team?" Another teacher
responded that serving on another person's team would be a growth
experience in itself, an inherently rewarding activity. Such an
insight demonstrated competence and confidence, and it did much to
reassure others. The author simply complimented the latter teacher
for this unique insight.
After the program was "delegated" to the participating teachers,
however, it became more difficult to find behavior to reward without
seeming to be supervising closely. Occasionally, teachers would come
in to discuss aspects of their programs, and invariably in these
chance meetings it was possible to find statements and behaviors to
"stroke." Because all participants were volunteers, however, it
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could not be assumed that all were "mature" enough to cope effectively
with the low task/low relationship style implicit in the delegation
phase of the program. In fact, we now feel that more positive rein-
forcement for certain individuals would have significantly improved
their programs, their attitudes toward their programs, and the
degree to which they internalized new behaviors.
5.5.4 Internalization
Internalization is the process of making a new behavior part
of the normal pattern of behavior. It occurs when individuals are
placed in a situation in which the new behavior is demanded if they
are to operate successfully (Hersey & Blanchard, 1977, p. 290).
According to Schein, internalization is more likely to occur in
settings in which the direction of change is left to the individual
(Schein, 1968, p. 112). In the final stage of the Situational
Assessment Program, the process was delegated to participating teachers.
A letter was sent asking teachers to:
1. submit the names of the people they had selected to be
on their team, and
2. submit a statement of goals, methods of feedback, and time
of completion of the project.
By November 3, 20 teachers had established evaluation teams
under the Situational Assessment Program. We sent a letter encour-
aging all of them and asking the few who had not supplied statements
of goals and evaluation methods to forward these. The letter indi-
cated readiness to assist in any program, but included a reminder
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that no advice or commentary would be provided by the principal unless
directly solicited. It was understood that negotiation would be
necessary if there were any dissatisfaction with the proposal. In
the ensuing months contact with this group of faculty was relatively
sporadic. Occasional questions were asked or anecdotes given; the
author was invited to serve on two of the groups of teams as well as
his service on various traditional SI evaluation teams. Further,
with the assistance of his team from 1976-77, he selected a new team
and established new goals for himself.
By March, six of the 20 programs were complete. A brief ques-
tionnaire was sent to the remaining 14 people asking them about pro-
gress and giving them a chance to revise their estimated data of com-
pletion. By the end of the school year all but two programs were
complete. One teacher was granted a semester leave for personal
reasons; the other misdiagnosed the appropriate assessment quadrant
and was simply too far behind. This particular teacher had felt that
he needed very little structure and so he had decided to use an S4
assessment program. His intention was to "call in persons to assist
him in evaluating his growth in certain areas." In fact, by February,
he had not determined any goals, nor had he invited anyone to evaluate
anything. In requesting that we postpone his program for a year,
he admitted that an S2 program (high task/high relationship) would be
more appropriate to his needs.
Internalization was an effective process of change, in part
because the teachers were placed in situations in which they had to
"cope," to adopt new behaviors in order to be successful. Our goal
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was to create a "motivating situation" in which the motives of each
teacher were directed toward attaining a goal which he or she had
selected.
"A goal, to be effective, must be appropriate to the need
structure of the person involved" (Hersey & Blanchard. 1977, p. 24).
A particular advantage of the Situational Assessment Program was its
emphasis upon goal setting by the individual rather than by authority.
Following are sample programs developed in what we intended would be a
motivating environment conducive to change. The programs have been
categorized either by the supervisory style of the selected team or by
the processes selected to measure progress. Generally, there was con-
sistency between the two; that is, the teams were appropriately chosen
for the goals and strategies in mind, or the goals and strategies were
appropriate to the teams which selected them. When this was not true,
the faculty member was often somewhat dissatisfied with the result.
5. 5. 4. a SI High Task/Low
Relationship
SI is the most typical assessment program in education today;
SI and System A are virtually synonymous. The style calls for a
supervisor to set goals and objectives with or without the consent or
agreement of the supervised. The implicit purpose of such an eval-
uation is often to determine eligibility for an extended contract,
although the explicit purpose is often teacher growth. The strate-
gies usually involve direct observation of the teacher, standardized
instruments of various types, and at some schools and universities,
commentary from peers and students.
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Of all the participants in the Situational Assessment Program,
only one, Mr. B, selected quadrant SI. In almost every respect, we
would have diagnosed Mr. B. as appropriate for S4. He is held in
awe for his energy, his mathematical brilliance, his devotion to
mathematics and his students, and his conscientious dedication to
all aspects of education. Mr. B. is motivated from within; he has
written his own math text, he was a Brigadier General in the National
Guard, and he has produced his own television series on Hawaiian
music
.
Mr. B. asked that a highly structured team visit his class-
room at announced times and provide feedback in a formal letter at the
conclusion of those visits. In discussion after the formal evaluation
had been complete, we discovered that Mr. B. had been "left alone"
for over five years. During that time, he had only the satisfaction
of the recognition given to him by students, but no more than one
or two visitors had come to his class, and they provided no more than
a few words of positive feedback. This, coupled with his love of
orderliness and structure (which is best exemplified by his love of
and success in the National Guard), led him to choose an assessment
quadrant which was highly task-oriented and appropriate to the "chain
of command." Ironically, Mr. B. seems to be a person who gets
strokes from structure!
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5.5.4. b S2 High Task/Hiqh
Rel ationship
Of the several examples of S2, Mr. S. provided the most
interesting. As a former department chairman, Mr. S. was noted for
his ability to meet deadlines and complete the administrative de-
tails associated with the office. In the previous year and a half,
he had undergone a divorce which had left him relatively insecure.
Mr. S. chose a team of peers and friends: a positive young
lady who team taught history with him, an extremely gentle and
positive friend from another department, and another old friend who
was currently the social studies department chairman.
True to form, Mr. S.'s team met regularly and was the first
to submit the objectives and methods for measuring growth in those
objectives. The list included attention to both task and relation-
s hi ps:
1. Less talking more listening on Mr. S.'s part in seminars;
2. Daily assignments for students spelled out more clearly;
3. Clearer corrections and comments on students' papers;
4. Maximum effectiveness in individual student conferences;
5. An open teaching style to encourage more student partici-
pation.
The methods chosen to assess these goals included observations
from his team teacher (unobtrusive measure), analysis of student
papers (unobtrusive measure) and visits to class (obtrusive). The
final report, which was the first submitted, was candid, supportive,
and extremely well grounded in specific evidence.
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5.5.4.C S3 High Relationship/
Low Task
The example cited in S2 involves specific goals or objectives
for growth. Mr. M. selected a program in which the goals were to be
less important than the process. Starting from the premise that he
had already been given a great deal of feedback about his teaching
techniques, Mr. M. decided to engage a different element of the
Punahou community in his program, with the intentions of improving
communications as well as getting personal feedback. To this end,
he asked the PTA executive board to nominate three parents who would
be willing to visit his classes and talk with him about what they
saw. He then asked an administrator to brief these parents on
Madeline Hunter's teaching evaluation instrument (which proved to be
too restrictive). These observations by parents culminated in a
narrative "letter" from each parent and two long and rambling dis-
cussions about Mr. M.'s teaching style. The parents and the PTA
were extremely enthusiastic about this opportunity and felt very much
involved not only with Mr. M's. English class but with life in the
Academy. Mr. M. was pleased with the good relationships which had
developed but somewhat dissatisfied with the lack of specificity
about the feedback.
Mr. M.'s selection of this quadrant seemed appropriate. He
was often nominated for membership on such groups as the faculty
council and the arts council; he was considered to be a person who
relates well to many people and who speaks with confidence and candor.
In all probability, the shortcomings that he felt in this program
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were due not as much to his assessment of appropriate quadrant as
they were to his assessment of the people with whom he chose to work.
It was clear that they needed more structure and a firmer idea of
his objectives in order to provide him with the specifics necessary
to fulfill his needs.
5 . 5 . 4 . d 54 Low Task/Low
Relati onship
Two teachers, both in the field of mathematics, selected this
quadrant as being appropriate to their needs. Mr. P. was a highly
conscientious, independent, responsible person. In his proposal
he wrote:
As a teacher and as a person, I operate deli-
berately and steadily, feeling most comfortable in
an orderly situation. Although not unwilling to
change, or afraid of change, I do approach things
conservatively. I propose to keep a sort of eval-
uation journal/log book in which I will record daily
activities, occurrences, etc., with comments pro and
con. After keeping this journal for some time, I
should be able to write an analysis of my teaching
style and philosophy, strengths, weaknesses, and
map out steps for improvement. I intend my journal
to be quite introspective and personal addressing
problem areas that had been reported to me over the
years and write-ups by chairmen and administrators
as well as happenings this year. No doubt that
process will be the most valuable aspect of this
plan, but the analysis can serve as a basis for
future efforts in improving my effectiveness as a
teacher
.
A half-year later, in his summary, he concluded, among other
thi ngs:
In my early years as a teacher, I often got
comments about my rather "standoffish" personality
and "lack of warmth," and insufficient "involve-
ment" of my students in the conduct of my classes
. .
.Reflecting on these past years and examining
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the present one, I am trying harder to show my
students that I care, to make them more aware
of my sincere concern — to be more sympathetic
to their questions, to only gently scold, to
be very much available for extra help.
It was interesting that Mr. P. chose the non-directive style
of supervision. Mr. P., like Mr. B., was motivated from within:
he was the kind of person who did things like running the Boston
Marathon without mentioning it to anyone else. That he chose to
reflect on an aspect of his teaching that other administrators had
given up mentioning to him was perhaps the best testimony to the
appropriateness of this quadrant to his particular needs.
Effective internalization is essential to "refreezing." Be-
haviors learned through identification and dissemination of knowledge
persist only if consistent reinforcement is provided and/or if a
relationship with an influential model continues. Behaviors inter-
nalized through actual completion of a successful Situational Assess-
ment Program were often self-reinforcing. Furthermore, teachers who
had internalized new behaviors tended to be models for other teachers,
thus perpetuating a cycle of change.
5.6 The Third Phase of Change:
Refreezi ng
Refreezing is the process by which new behavior becomes integrated
into the individual's and the organization's patterns of behavior.
Refreezing is an essential phase in the implementation process because
without it desired behavior becomes extinguished, and the organization
or individual reverts to old patterns of behavior. The Situational
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Assessment Program was successfully refrozen on an organizational
level. At the individual level it is more difficult to judge, but
it is probable that the desired behavior became integrated into
fewer than twenty of all the participants.
After assessing the results of the first year assessment pro-
gram, the administration decided to implement the program for all
eligible faculty. In addition to being impressed with the quality
of progress, the administration noted that supervision of the program
was less time consuming, less troublesome, and less stressful for
leadership than was the evaluation program. These benefits tend to
positively reward administrators, thus reinforcing the value of the
program.
By 1978-79 another 18 teachers were eligible for extended con-
tracts, and only one was considered to be in need of close supervision
(SI). A note was sent to the 17 remaining eligible teachers, plus
all teachers who had participated in the program the year before,
asking them to come to special meetings during orientation to discuss
the alternatives of evaluation and assessment programs. Of this
group, all eligible teachers selected the Situational Assessment
alternative.
Each year this process was repeated. By 1981 , 70 percent of the
faculty had established a Situational Assessment Program for themselves.
In 1982 most of the teachers who first selected the program in 1977
will become due to undergo either an assessment program or traditional
evaluation, and surveys indicate that all but one or two will choose
the former. The program is clearly an established and relatively
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popular process at Punahou. Support from the administration is in-
dicated by the fact that the program is no longer analyzed and voted
on each year. Faculty support is evident in their consistent choice
of this program over traditional evaluation.
An aspect of the refreezing process which has not yet been
undertaken is the replacement of the conceptual izer/change agent with
another member of the administrative team. When the program can be
introduced and monitored by another person, it will be a more com-
pletely internalized or institutional process within Punahou's organi-
zation. As pointed out in Chapter I, one of the limitations of the
project is the subjectivity of the implementer-recorder. Similarly,
a program is not really internalized by an organization if it is de-
pendent upon the personal power, the energy and the knowledge of a
single person. Plans are under way for a transition of leadership
of this program to take place in the fall of 1982.
It is more difficult to assess the degree to which individual
teachers have internalized the Situational Assessment behavior neces-
sary for growth: goal -setting , coaching, and reviewing. Each year
two to four participants from the previous year opt to participate
again. Their involvement in the discussion/participation meetings
has provided excellent modeling and reinforcement for newcomers.
The experiences, advice, encouragement, and positive attitudes
of these repeaters is evidence of the fact that refreezing has taken
or is taking place. The majority of teachers, however, have not
elected to begin a program except in years in which their contracts
are due. Discussions with faculty indicate that they are now more
likely to be setting goals and seeking feedback than they were
when
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they were being evaluated. Since these activities are informal
rather than formal, however, it is difficult to judge them.
Behavioral theory suggests that if a desired behavior is not
reinforced it will eventually become extinguished. To refreeze the
desired behavior, therefore, some sort of intermittent reinforcement
schedule needs to exist. For some the successes of the program it-
self may be sufficient reinforcement. For others it may be necessary
to "up the driving forces," for example, by reviewing contracts every
three years instead of five. It is evident that refreezing of
behavior at the individual level was the least successful aspect
of the change process.
5.7 Conclusion
Force field analysis of the Punahou environment, including analy-
sis of the maturity of the faculty, indicated to us that the partici-
pative change cycle would be more effective and successful than the
directive change cycle. Change, therefore, began by changing the
knowledge and attitudes of individuals, then getting them to parti-
cipate in the program, and finally integrating the process into their
own patterns of behavior.
The leadership styles utilized throughout the process were pat-
terned on the Situational Leadership theory. (See Diagram 5.3.) A major
refreezing strategy, removing the "security" of tenure, tended to force-
fully "jolt" the faculty out of old patterns of behavior. The SI
strategy was appropriate not because the faculty was globally immature
but because in the particular task of evaluation it was doubtful that
mature
low<
Relationships
Behavior
high
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Diagram 5.3
Change Processes and Leadership Behaviors
Situational Assessment Program
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1
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faculty would willingly have undertaken the responsibility for change.
The "monkey" existed primarily for the leader. During this phase,
control of the Situational Assessment Program, including planning,
designing, and implementing, was very much centralized in the leader/
change agent.
Leadership then shifted to S2 and S3 styles as we moved into
the "changing" phase. The leader/change agent first made efforts to
"sell" the innovative program (lecturing and persuading "models" to
persuade others). By 1977, after two years of preparation, several
influential had participated in the program. At this point leader-
ship cut back on structure (eliminated evaluation as a necessary
precondition for contracts), and rewarded positively faculty who
demonstrated willingness and/or good intentions by participating in a
Situational Assessment Program.
Control of assessment was shifted from leader (directive eval-
uation) to equal control by leader and follower. Behavior modifica-
tion theory and Homme's (1970) model of contingency contracting depict
a pattern of control of a process which shifts from leader control
to equal control and finally to follower control if the cycle is
completed
.
During this changing phase, which lasted several weeks, the
leader first attempted to persuade, and then participated with,
prospective faculty members in problem solving meetings. The leader
formed an assessment team for himself to lend credibility to his own
participation. During this phase the more independent, inner directed
faculty chose to participate in the program.
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Because the population to which the innovation was addressed
had become even more mature through the process of self-selection,
it was appropriate to refreeze by delegating the monkey to the
faculty. As these teachers took control of the assessment/growth
process, we intended that the desired behaviors would become inte-
grated into their patterns of behavior through the act of "coping."
Because the leader deliberately did not intervene, his style vis-a-
vis these programs became low task/low relationship (S4). Rein-
forcement was intermittent (out of necessity as well as intention),
although we had hoped that the participants would see non-interven-
tion as a reward, an indication of trust.
In each succeeding year the same plan for change was utilized.
During the leader-controlled SI phase, certain teachers were "told"
they were not eligible to participate. All others were encouraged,
persuaded, and positively reinforced. As the years went on, the
leader developed more effective rewards (usually associated with rela-
tionship behavior) during the participation phase.
We noted one problem which affected the change process in
succeeding years: the maturity of the faculty vis-a-vis assessment
seemed to decline somewhat. This may have been due to the fact that
our most mature teachers volunteered in the first year. The declin-
ing level of maturity posed problems in the refreezing phase, when
programs were delegated to the faculty. Whereas non-intervention
and intermittent reinforcement were successful strategies in the first
year, we discovered in later years that delegation had to be
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"situational." That is, sane teachers needed delegation with rela-
tively more task behavior (structure and deadline reminders from
leader or team); some teachers needed delegation with more relation-
ships behavior (support and encouragement from leader or team); and
some teachers succeeded well when "left alone."
We are still working on ways to "teach" teachers how to
diagnose others' needs and respond with the appropriate leadership
style. The leader/change agent is also attempting to adopt a
Situational Leadership approach in his response to different teachers
undertaking Situational Assessment Programs.
CHAPTER VI
ANALYSIS
6.1 Introduction and Recommendations
This chapter will be of particular interest to another practi-
tioner who chooses to implement a program similar to the Situational
Assessment Program. The first section of this chapter relates back
to Chapter III, which presented the theoretical advantages and dis-
advantages of the internal change agent. This section analyzes the
actual advantages and disadvantages of the principal as change agent
at Punahou.
The next section analyzes the accuracy and usefulness of the
force field analysis described in Chapter V. The force field analysis
of driving and restraining forces was a necessary step before deciding
on the change strategy. Section 6.4 analyzes the weaknesses and
strengths of the change process selected to implement the Situational
Assessment Program.
Two sections of this chapter are devoted to an evaluation of the
Situational Assessment Program itself. The first of these two sec-
tions summarizes the judgment of the faculty as seen in a comparison
of the survey of traditional evaluation (pre-test) and Situational
Assessment (post- test). The second section is a more subjective
analysis of the program by the on-site implementer.
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6.2 The Change Agent—Analysis
When the Situational Assessment Program was in its conceptual
stages, an analysis was done to determine the feasibility of having
the principal, the change agent, and the conceptual izer of the pro-
gram be one and the same. Chapter 3.3 puts forth the results of that
analysis. As a result of this analysis it was decided to have the
principal serve as change agent. What follows is an ex post facto
analysis of this decision, which may be useful to other principals
who are considering implementation of this or some other innovative
program.
The disadvantages of having the principal as change agent could
have been summarized as follows:
1. Lack of objectivity about the program to be implemented;
2. Inexperience and inadequate theoretical knowledge of
implementation processes;
3. Inadequate power base;
4. Inadequate time for the task;
5. Difficulty in overcoming pre-established faculty expecta-
tions ;
6. Difficulty in overcoming negative feelings of faculty
toward evaluation.
Any person seeking to implement a program would need to consider
restraining forces such as those outlined above. In the Punahou
situation the issue of time was the most serious disadvantage en-
countered. In the first two years after return from sabbatical,
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crises, primarily personal, asserted priority over a new assessment
program. Furthermore, at that time there were no veteran contracts
"coming due," so there was institutional pressure to evaluate only
inexperienced teachers, who by definition were ineligible for the
Situational Assessment Program.
Several conditions had to change before the problem of time
would be overcome. First, the principal formed his own assessment
team and made it a primary and publicly stated goal to begin the
Situational Assessment Program. It was expecially important to
make this goal public, so that he became accountable not simply to
a concept but to the faculty at large and the team in particular.
Second, as the five-year "grace period" for formerly tenured tea-
chers came to an end, pressure mounted either to evaluate this
rather substantial group of teachers or to develop some alternative
method of certifying them for contracts. By encouraging some to
undertake Situational Programs before the end of the grace period,
the bottleneck would be avoided. Finally, the author's team coun-
seled him to dissociate the implementation of the Situational
Assessment Program from the reporting of that program (the disser-
tation). The prospect of starting two such substantial projects
in one year seemed to them to be preventing him from starting any
project. In retrospect their counsel seems very wise.
The lack of objectivity of the internal change agent is a very
real issue, though not so much for the process of implementation as
for the process of reporting. In fact, a certain amount of subjective
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enthusiasm was useful in motivating others to initiate programs. An
external change agent might, of course, have diagnosed the environ-
ment differently and proposed a different program or another strategy
for implementing a program. If lack of objectivity caused serious
problems in the process of implementation, however, these problems
were not evident to him or to the team of faculty which served with
him.
The potential inadequacies of "power base" and "knowledge of
implementation processes" did not prove to be significant. The
author enjoys considerable autonomy as well as support from the
President and Trustees of Punahou. Graduate courses and experience
in implementing other innovations at Punahou (e.g., the variable
schedule) provided adquate preparation in this situation. Negative
feelings about evaluation were surprisingly low. (See Chapter 3.7.)
Finally, the faculty was enthusiastic about the Situational Assess-
ment Program from its inception; very little resistence in the
form of expectations was encountered.
The advantages of having the principal as change agent could
have been summarized as follows:
1. The traditions of change at Punahou: "doing things from
within"
;
2. The knowledge of how the client system works;
3. Credibility and trust with faculty: the advantages of
being known;
4.
Motivation to succeed;
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5. The ability to stay with the program over a long period
of time;
6. The lack of expense incurred by using the principal.
The advantages far outweighed the disadvantages insofar as
successful implementation of the Situational Assessment Program was
concerned. The Punahou faculty is unaccustomed to outside agents
and tends to be very skeptical of them. The Situational Program,
by its nature, will be more successfully managed by a person who
has the best knowledge of the appropriate supervisory styles of
many faculty members. Since more programs take a year to complete,
it is advantageous to have contact with the participants, not so
much intensively as over long periods of time.
One of the most important advantages, however, was at first
seen as a potential disadvantage. Teachers at Punahou had come to
expect that the principal was the key figure in any evaluation plan.
Several reported in various ways that they would not have accepted
the Situational Program as a viable alternative if it had not been
both proposed and overseen by the principal. In other words, if an
external agent had proposed the Situational Program as an alter-
native, they would have persisted in the belief that the principal
was still, evaluating them all the time. This would have neutral-
ized a significant motivator for faculty participants.
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6.3 Force Field Analysis-
Effectiveness
In the 1970's Punahou began a system of resource allocation
(including teaching time, class size, and teaching facility) which
shifted decision making power in the organization. This system,
the variable schedule, differs from a traditional schedule in
several ways:
1. Needs are determined by teachers rather than administra-
tors (decentralization of decision making versus central-
i zation)
;
2. Resource allocation is varied according to needs rather
than standardized for administrative efficiency and
control ("situational" versus standardized);
3. Teachers are encouraged to be more autonomous (The or-
ganization "rewards" higher levels of maturity);
4. Leadership becomes more collaborative than autocratic
(Leadership style moved from SI to S2 and S3);
5. Teachers are given more unscheduled (non-class) time.
This change in structure and process of decision making
gradually affected the attitudes of teachers. They had more time
for collaboration and they were encouraged to make significant
decisions involving curriculum, teaching conditions, and learning
outcomes. In Thompson's terms Punahou was moving from a mediating
technology, involving standardized procedures, to an intensive
technology, involving customized processes. In Likert's terms
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Punahou was moving to System 3 or System 4 management. In Hersey
and Blanchard's terms leadership styles became predominantly S2
and S3.
The force field analysis of the environment vis-a-vis a
Situational Assessment Program revealed the following potential
restraining forces:
1. Perceived lack of time for faculty assessment;
2. Perceived accountability of President and Trustees;
3. Possible resistance from influential s
;
4. Increased span of control for principal;
5. Lack of motivators for faculty to adopt a new program.
In retrospect the most serious restraining force was not
anticipated in the analysis: the lack of time for the person im-
plementing the program. As analyzed in 6.2, a Situational Assess-
ment Program may at first occupy a low priority with administrators
,
just as traditional evaluation, despite lip service, often becomes
a low priority. Publicly establishing the initiation of the program
as a goal was one way to motivate leadership. Having the change
agent's self-assessment group monitor the progress of the program
was a way of continuously reinforcing and supporting it.
Teacher most often cited "time" as a restraining force in their
programs. By this they meant giving their programs sufficient time
as well as finding time when fellow team members would be free. Most
discovered that the actual time necessary to complete a good assess-
ment program was less than at first envisioned. Their peers, they
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discovered, were interested and willing to provide the necessary
time. What was necessary for individual progarms was not so much
time as structure .
The faculty survey indicated least positive feelings (and most
negative feelings) about the adequacy of "structure" and "number of
meetings." Oral interviews indicate that many teachers assumed their
groups would meet without meeting times being structured. Many
teachers discovered that they either had to assert structure or assign
someone to do so. Lack of structure, then, became a key restraining
force. Before the programs began, however, this restraining force
was stated by teachers not as "lack of structure" but as "lack of
time.
"
The remaining restraining forces did not prove to be significant
at Punahou, though they might be at another institution. The Presi-
dent and Trustees were willing to allow the Situational Programs
to fulfill the need for accountability, providing that entrance into
the program involved preliminary screening. (In the first four years
of the Situational Program, six teachers who had enjoyed tenure and/or
long-term contracts were denied entrance into Situational Assessment.
Two of these teachers received one year contracts and are currently
being closely evaluated; one contract was not renewed; the rest
earned extended contracts.) The enthusiastic support of some teachers
who undertook Situational Programs did much to reassure the President
and the Board of Trustees about the worth of the program.
The potential for reduced administrative evaluation as well as
the chance to "earn" a multi-year contract proved to be sufficient
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motivators for most teachers involved in the program. A few teachers
(an average of two each year) postponed programs due to special
circumstances such as pregnancy or promotion. A few teachers
demonstrated that they were motivated strictly by relationships
with the team, or by the desire to grow, and voluntarily established
programs two and even three years in a row.
The original force field analysis of the environment vis-a-vis
a Situational Assessment Program reveals several potential driving
forces:
1. Continuation of trend of leadership from SI to S2 to S3;
2. Impending contract renewals;
3. Extension of team teaching and interdependence;
4. Madeline Hunter workshops;
5. Potential for Situational Assessment to be non-threatening
and non-obtrusive;
6. Support of influential; the effect of "modeling";
7. Reverse motivation: negative aspects of the alternative;
8. Intrinsic rewards of peer relationships.
The driving forces were all mentioned in notes or oral comments
from the faculty. It is difficult to assess which forces were para-
mount, and in fact different forces affected individuals in varying
ways. Several faculty members who had undergone one of the three
Madeline Hunter workshops found her model of the ideal instructional
lesson useful in their own assessment. (See, for example, Madeline
Hunter on "Teacher Appraisal" [1973] and "Reinforcement" [1967]
for further details.) Most teachers agreed that they would probably
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not have started a Situational Program were it not for their moti-
vation to receive a renewed contract. Many, however, found that
their motivation was sustained and reinforced both by the interest
of the project itself and by the relative absence of threat. As
mentioned before, however, the faculty did not seem strongly negative
to traditional evaluation, so this as a negative alternative was
probably not a strong motivator.
The general movement of Punahou Academy leadership away from
hygiene factors (Herzberg) associated with evaluation (policies and
supervision) toward motivators (increased responsibility, growth and
development, challenging work and recognition for achievement) is
evident to many faculty.
In 1981 the principal's Situational team administered the Likert
School Profile (1974) to the faculty. The lack of baseline data does
not allow us to compare attitudes now with those of ten years ago.
However, the data does support a high degree of trust and cooperation
between faculty and principal. The perceived strengths of the
Situational Assessment Program do not by themselves motivate teachers
to undertake growth projects. The Situational Assessment Program is
perceived by most faculty to be an institutional response more appro-
priate to their needs and maturity than was traditional evaluation.
In short, the perceived value of the Situational alternative was not
a strong driving force at Punahou; the program, however, blends well
with what is a motivating environment for relatively mature teachers.
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6.4 The Change Process— Analysis
Several specific strategies were undertaken to unfreeze and
change to a new system of assessment at Punahou, to make teachers
ready to accept change. Using the authority of the principal's office
to mandate the Situational Assessment Program would have been the
most efficient method of implementation. It would also have allowed
the principal to control and monitor the program closely without
appearing to be inconsistent in his leadership style. We decided
against implementation by means of directiveness and close super-
vision, however, because this style would be inappropriate for both
the assessed maturity of the faculty and the nature of Situational
Assessment. We chose instead to use the participative cycle of
change, less efficient, though we would argue still more appropriate,
than the directive change cycle. Now that the Situational Assessment
Program has become a part of Punahou's established procedures, it is
clear that extensive participation was not necessary to implement
the program. The force field analysis told us that the driving
forces far outweighed the restraining forces, a clear sign that we
could have proceeded more quickly and efficiently to effect our
desired change. In another educational setting, however, the planned
processes of change might be more necessary to convert restraining
forces into driving forces.
The process of change began with the fortuitous and unplanned
act of unfreezing . Although the elimination of tenure was not con-
sciously designed to help implement Situational Assessment, it did
serve to "undermine a social support" directly relevant to evaluation
172
and growth. Furthermore, the creation of a "reward"—an extended
contract—did much to reinforce the assessment behavior we desired.
For the faculty, then, unfreezing was not so much a process of
breaking down old customs (restraining forces) as it was a process of
convincing them to adopt a new custom. Since the change was not of
the first order, drastic unfreezing strategies were unnecessary and
inappropriate. Some behavior modification, however, was necessary
to accustom Punahou leadership (Principal, President and Trustees)
to be less directive, to give up responsibility for formal evaluation.
In another school setting unfreezing leadership to bring about
delegation of supervisory responsibility could become a problem of
high magnitude (e.g.
,
see Greiner, 1972). Such was not the case at
Punahou
.
The changing phase of the implementation process took place
over two years; in fact, changing still takes place for those teachers
who have never had the opportunity to undergo Situational Assessment.
Changing involved several strategies:
1. Identification through modeling: The principal formed his
own Situational Assessment team which slowly "disseminated"
the concept and the practice of Situational Assessment to
others
.
2. Identification through inf luenti als: Conscious efforts
were made to identify influential faculty members, such as
department chairmen, and to encouarge and reward them for
undertaking Situational Assessment Programs with which
others could identify.
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3. Diffusion: By publicizing the results of inf luentials'
programs and by inviting teachers to serve on the
principal's team, knowledge was spread by word of mouth
within the organization.
4. Knowledge Dissemination: When lecturing about the Situa-
tional Assessment Program, the principal was careful to
present alternatives and encourage teachers to make choices
based upon their own awareness. Pressure was not used in
the first two years of the program. (Thereafter the con-
sideration of another contract could be perceived as
pressure to enter the Situational Program, though alterna-
tives still existed.)
5. Participation: The leader shared his own experiences,
joined in problem solving sessions, and encouraged others
to help answer assessment questions.
6. Leadership Styles: Styles were selected in such a way as
to be effective in terms of the phase of changing (the
situation) as well as the assessed maturity of the faculty.
(See: Diagram 5.3) For example:
SI: removing tenure, selecting those who could not
participate in Situational Assessment, lecturing;
S2: persuading individuals, rewarding and encouraging,
supervising the early programs;
S3: rewarding successive approximations, being avail-
able, continuing to participate in a program for
self;
S4: delegating Situational Assessment to faculty teams;
resisting the urge to set deadlines and establish
formats and procedures.
174
7. Positively Rewarding Successive Approximations: Specific
individuals were encouraged by the principal. Occasional
meetings were held so that persons in Situational Programs
could encourage each other's successes and learn how to
recognize (and be rewarded by) their own successes.
8. Internalization: We established a situation in which
teachers selected their own goals and were therefore more
motivated to attain them. We then let them "cope" with
the assessment process. Finally, we rewarded their attempts
at reaching these goals with the intention of refreezing
the planning-coaching-reviewing process.
The strategies for change were all successful to varying degrees.
Diffusion of knowledge through identification, for example, was a
slow but very persuasive technique. Knowledge was not disseminated
clearly, quickly, or completely, of course, which led us to the more
directive lecture-workshop. In each succeeding year we have continued
the lecture-workshop as an initial stimulus for assessment programs,
recognizing that it is a useful kickoff (in the Task sense) rather
than an effective tool of persuasion or participation. The most self-
rewarding strategy was the opportunity to use each basic leadership
style during the yearly implementation of Situational Assessment.
By the same token, the greatest challenge will be to establish a
Situational Leadership approach for each assessment program.
This challenge arises from our misdiagnosis of the maturity
level of the faculty. The schedule of reinforcement was not adequate
to insure the ongoing viability of some assessment projects. In some
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cases, of course, the team served as a support system, providing
structure where necessary, insuring that meetings were called, and
reinforcing the teacher. In other teams more structure and rein-
forcement were necessary from leadership, in this case the principal
on the team, in order to reinforce and ultimately refreeze the
desired behavior. In the future more frequent diagnostic checks
will be used in the first stages of the assessment projects. Those
projects which are less self-sustaining will be monitored, mostly to
identify small successes which can be reinforced. What wi 1 1 evolve
,
it seems is a sort of Situational Leadership approach to the
Situational Assessment Programs .
Another change which must take place in the near future is
the delegation of leadership of the Situational Assessment Program.
If the program is to become completely refrozen within the organiza-
tion, it must be a program which can be understood by several leaders
and led by more than one. If the viability of the program is dependent
upon the enthusiasm, personal power (and, in this case, the position
power) of the principal, then it will not endure. In the case of
Punahou, plans are being made for the assistant principal to assume
leadership for the program in 1982-83.
A final change which would improve the quality of the individual
programs as well as the potential success for Situational Assessment
in general lies in diagnostic techniques. In selecting an appropriate
supervisory style and supervisory team the individual teacher is now
guided only by some knowledge of Situational Leadership Theory and
his or her own knowledge of self. It may be advisable for the
principal.
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department chairmen, or other outside observers to suggest appro-
priate supervisory quadrants. It would also be helpful to have
teachers use an instrument such as the LEAD-Self and LEAD-Other to
further enhance their own self-understanding. Especially useful
would be an instrument which diagnoses the follower's (the teacher’s)
supervisory needs, preferably by using the perception of the follower
and the perceptions of others who know the follower well.
In general, the unfreezing and changing stages went very
smoothly at Punahou. The restraining forces were less dominant
than the driving forces and participative change strategies were
employed which are appropriate to the maturity of the faculty. Re-
freezing, however, has not been as effective because of lack of time,
lack of adequate motivations to sustain for the whole year, lack
of consistent, frequent reinforcement from the principal, and lack
of adequate structure within the same teams. Several teachers
undertook projects for more than one year, but it was hoped that the
number would be higher. The Situational Assessment Program has
become an accepted institutional program which will almost certainly
be continued regardless of leadership. It is now necessary to
encourage, stimulate, and reinforce more individuals to undertake
formal growth programs, for example, every other year.
6.5 Evaluation of Situational
Assessment— Facul ty
Analysis of attitudes toward evaluation which existed prior to
the Situational Assessment Program has been provided in Chapter III.
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Between 1977 and 1981, 61 projects were completed within the Situa-
tional Assessment Program. Almost 70 percent of the teaching staff
(52 out of 75 full-time teachers) completed a program at some time
in those four years. Seventy-nine percent of the surveys (43 out
of 61 possible) were returned; some "repeaters" indicated that they
would only evaluate the experience once and some simply neglected
to turn in the survey.
Frequency of Feedback ? There was little difference between
Group I (1-7 years of experience) and Group II (8+ years of exper-
ience) teachers in the numbers of times feedback was provided during
the year. However, 62 percent indicated they had received feedback
ten or more times within the context of the Situational Assessment
Program, compared to only 43 percent receiving feedback ten or more
times under the traditional program. This discrepancy is partially
the result of the way the two programs operate: traditional evalua-
tion team members write a note after each class visit, but "there
never seems to be time" to casually discuss a teaching episode.
(Actually, it is more probable that neither teacher nor supervisor
enjoys the implied judgmental aspects of such discussions, so they
are avoided.) Situational teams, on the other hand, are more likely
to be collegial; the "agreement" to provide feedback is natural
rather than institutional. Furthermore, under a variable schedule,
faculty team members have more time to interact with each other
than with supervisors.
Frequency Satisfaction ? Group I found the frequency of visits
to the classroom equally satisfying under the traditional and the
Frequency
of
Feedback
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Situational Assessment Program. Group II were significantly
more satisfied with the frequency of visits under the Situational
Program. (Ninety-two percent were "strongly" satisfied under
the Situational Program versus 45 percent under the traditional
program.) The degree of "dissatisfaction" was correspondingly
1 ower (2 percent versus 19 percent for traditional, indicating any
degree of unsatisfaction).
Quality of Feedback: Accuracy ? More teachers were strongly
positive about the accuracy of feedback under the Situational
Program (51 percent versus 21 percent) than under the traditional
program. Group I teachers were slightly more positive about
accuracy of Situational Program feedback than those in Group II,
who were somewhat more skeptical
,
but not as skeptical as they had
been of the accuracy of traditional program feedback. The "perceived
accuracy of feedback" is an extremely subjective issue, as is
"objectivity." These two areas, then, would probably be least
reliable and should only be considered as part of any general trend
of opinion.
Quality of Feedback: Helpfulness ? A surprising 90 percent of
Group I teachers were strongly positive about the helpfulness of
their Situational Programs, and were more positive about this aspect
of the Situational Program than any other. Group II teachers were
also considerably more positive about the helpfulness of Situational
than traditional programs, though this was not the aspect of the
program they were mos
t
positive labout. Taken together, all teachers
who had undertaken Situational Programs were more stongly positive
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about helpfulness than any other aspect, and were more than twice
as positive in the strongest category (70 percent versus 32
percent) when compared to those evaluating the traditional program.
Helpfulness is one of the primary goals or standards by which
a formative appraisal program should be evaluated. The faculty at
Punahou rated the traditional program highly (93 percent rated
"helpfulness" positively to some degree), but they endorsed the
Situational Program considerably more strongly. Although "helpful-
ness" is a function of the perceptions of teachers, it is argued
here that "perceived" helpfulness and "real" helpfulness are both
important results of the Situational Program, though it is diffi-
cult if not impossible to measure the latter.
Quality of Feedback: Sensitivity? The Situational Program
was again judged to be considerably more apt to provide "sensitively
stated" feedback than the traditional program. (Sixty-five percent
strongly endorsed the Situational Program versus 35 percent for the
traditional.) Group II teachers felt more positive about this as-
pect than any other, despite the fact that two Group II teachers
felt mildly negative — that feedback had been somewhat tactlessly
stated. Preliminary evaluations indicated that an important
segment of teachers (17%) felt that feedback was to some degree
"tactlessly stated" in the traditional program.
The nature of the teams established under Situational Programs
is certainly the major cause for improvement in sensitivity versus
tactlessness under Situational Assessment. It is reasonable to
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assume that peers would be perceived to be more sensitive, since
they have no institutional expectations to be judgmental; it is
also reasonable to assume that they would actually be more sensi-
tive.
Quality of Feedback: Objectivity? Group I teachers rated
both the traditional and Situational Programs more positively on
objectivity than did Group II teachers. Again, however, the per-
centage rating the Situational Program in the strongest positive
category was twice as large as those ratings for the same category
in the traditional program. And whereas the traditional program
received 31 percent ratings which were negative in the two strongest
degrees, the Situational Program had only one rating ( 2 %) which was
negative in the strongest degree.
The degree of negative feeling about perceived objectivity
in traditional evaluation is even more important than the lack of
strong positive feelings in this dimension. The review of litera-
ture suggested that because of disagreement about "desired outcomes"
and "cause/effect relationships," teachers would, in theory, per-
ceive traditional formative evaluations to be biased and unfair.
Some research flatly stated that evaluation based upon current
knowledge of teaching would by definition be biased and subjective.
That Situational Assessment is perceived to be more objective is
important, though it must be noted that the strength of positive
feelings in this dimension was lowest, by a slight margin, of all
dimensions. Furthermore, "objectivity" is one of the 'fuzziest
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concepts, with less probabl-y reliability and more probable "halo"
effect than all other dimensions except accuracy.
Quality of Feedback: Candidness? In this dimension the
traditional and Situational Programs were rated more similarly
than in any other, though Situational Assessment was still rated
most strongly twice as often (66 percent versus 27 percent) as
was traditional assessment. When one considers the two strongest
degrees, the results are closer (89 percent versus 75 percent for
traditional). Group I teachers were more supportive of Situational
Assessment in this regard than were Group II teachers, although
they were quite similar to Group II teachers in their assessment
of the candidness of traditional assessment.
Quality of Feedback: Pertinence? Ninety-four percent of
all teachers assessing the Situational Program rated it in the two
most positive categories, as compared to the 68 percent who rated
the traditional program in similar categories. Of those evaluating
#
the Situational Program, Group I was significantly more positive.
(Seventy-five percent ranked it in the strongest category versus
46 percent of those in Group II in the same category.) Group I
and Group II evaluated the traditional program in almost the
same percentages in each category.
"Pertinence," like helpfulness, is an important dimension
for a formative program which emphasizes growth. It is important
that feedback be pertinent, and perhaps even more important that
feedback be perceived as pertinent. It is difficult to determine
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17(26%)
28(42%)
12(18%)
..
.86%
6(9%)
Situational
27(59%)
16(35%)
2(4%)...
98%
1(2%)
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why Group I teachers were more positive than Group II teachers in
this dimension.
In Question IV "Overall Response to the Program" the dif-
ference between positive feelings for the Situational Program
compared to the traditional program became more pronounced. This
was evident both in the relative absence of negative ratings for
the Situational Program, as well as the pronounced disparity in
the "strongly positive" categories. Section IV asked again, in
a more general assessment, for ratings on how worthwhile and how
hel pful the program had been. The last dimension was a simple
test of general satisfaction: ("I'm happy with it/it causes me
probl ems")
.
Overall Response to Program: Worthwhile? Those who under-
took Situational Programs felt they were significantly more worth-
while than those who had only experienced traditional evaluation
(83 percent in the two most positive categories versus 50 percent
in the same two categories in traditional evaluation). Of more
importance is the disparity between the 27 percent who felt that
traditional evaluation was to some degree "useless" and the mere
two percent who felt Situational Programs were useless. Group II
teachers were somewhat more likely to report that Situational Pro-
grams were worthwhile than were Group I teachers, the reverse of
the pattern for traditional evaluation, in which Group II teachers
were less likely to find it worthwhile. There might, as suggested
earlier, be mild support for the thesis that M3 teachers would
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resent SI evaluation more than Ml or M2 teachers. To establish
such a thesis, however, one would have to measure whether 8+
teachers were in fact M3 and also whether they selected Situational
Programs appropriate to M3. At this point the measurement of
either maturity or appropriateness would be subjective and pre-
mature.
Overall Response to Program: Helpfulness and Satisfaction? By
an almost equal margin Situational Program evaluators were more strongly
positive and less frequently negative about helpfulness than were
traditional program evaluators. Ninety-two percent voted in the two
most positive categories for Situational Programs versus 61 percent for
traditional programs; two percent were to any degree negative about
Situational Programs versus 18 percent about traditional evaluation.
Whereas 50 percent of the faculty indicated they were "happy" with
traditional evaluation (in the two strongest categories), 80 percent
were happy with Situational Programs in the same two categories. And
while 23 percent said that traditional evaluation "caused some problems
for me," only five percent said the same of the Situational Program.
Overall perceptions of worth, helpfulness, and satisfaction were
greater for the Situational Program than for the traditional program.
Those evaluating the traditional program were more positive about the
various aspects of quality of feedback (though not as positive as
Situational evaluators) than they were in their overall response to
the traditional program. The opposite was true of Situational eval-
uators: they were more strongly positive in their overall response
to the Situational Program than they were to specific
aspects of the
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quality of feedback. This suggests that quality of feedback, though
valuable in summative evaluation, may not be as valuable in a forma-
tive growth program. In other words, it may not be accurate to judge
both programs by certain of the same criteria, such as "accuracy"
and "candidness." The relative strength of the Situational Program
is also seen in the lack of negative attitudes expressed, compared
to the 25 percent who expressed attitudes about the traditional pro-
gram which were to some degree negative.
Some interesting conclusions may be made on the basis of ob -
serving faculty in the process of completing their programs, as com-
pared with surveying them after the programs are complete. These
observations demonstrate that the faculty became involved both in
growth and general assessment, the latter being the primary focus of
traditional evaluation systems. Persons were chosen for teams from
all elements of the Punahou community; a much wider range of people
became involved in, aware of, and interested in the process of teaching
than had ever been true under the old system in which admi nsi strators
did the evaluation. Students and parents took special pride in their
involvement with teachers, a serendipitous outcome which had not been
anticipated
.
The variety of goals and the variety of methods used to measure
growth toward those goals was much wider than had been true under
traditional evaluation. In a number of instances, administrators
were surprised by the candidness of those goals, particularly as they
dealt with areas which had been thought to be too sensitive to be
brought to the teacher's attention (e.g., Mr. P.). There was a great
192
deal of sharing of methods of evaluation and exchanging of teacher-
made surveys, particularly one made by a math teacher, to assess the
quality of relationships with students. Evidence indicates the high
degree of satisfaction that teachers feel toward their own programs;
it is also clear that the goals and the teams they selected were
chosen rather than imposed, which is an important measurement of the
effectiveness of the Situational Assessment Program.
6.6 Evaluation of Situational
Assessment— Implementor
The tone of the next two sections is intended to be more per-
sonal, and therefore the use of the first person is intentional.
What follows are personal reflections which may be of benefit to
other implementors; it will be necessary for the reader to discount
any subjectivity in the opinions expressed.
The Situational Assessment Program is intended to be formative
instead of summative. There was little need to use summative evalua-
tions at Punahou because we seldom found the need to fire, forcibly
retire, or transfer teachers. Yet we were using the same summative
methods of evaluation that we had been using for at least 20 years,
with one modification. I had initiated the narrative letter of
recommendation to replace the "competent-incompetent" rating form
used by the former principal.
The Situational Program delegates responsibility for growth.
Most of the teachers who used the program had positive and serious
intentions. Most defined areas for improvement most precisely and
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perceptively than had the department chairmen and administrators
who had composed their evaluation teams under traditional evaluation.
These latter teams had neither the time nor the skill (and in some
cases the interest) to study and apply established principles of
evaluation, such as they are.
The Situational model still allows us to use traditional eval-
uation for selected faculty members. Teachers new to Punahou still
have to "prove" themselves, and inexperienced teachers often need
close supervision, feedback, and support. Occasionally, an exper-
ienced teacher regresses: one man became alcoholic and another, after
a serious personal crisis, seemed to lose interest in teaching. The
SI style is still available when it is appropriate (or if it were
ever demanded by the forces calling for strict accountability).
In Chapter I, we set forth some anticiapted or desired outcomes
of Situational Assessment. It is relevant to reiterate these
desired outcomes with brief remarks:
1. Situational Assessment would reduce antagonism by allowing
teachers to "buy into" the process. Comment: The suspected
antagonism to traditional evaluation was not significant
enough to allow much reduction. Faculty comments indicate
more personal sa ti sf action wi th Situational Assessment.
2. Span of control for the principal would be reduced and more
varied supervisory styles would be permitted. Comment:
These outcomes were accomplished.
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3. Feedback would be more immediate and extensive. Conment:
Feedback was more extensive in most programs. The im-
mediacy was not evaluated.
4. There would be more variety in assessment techniques and
instruments under Situational Assessment. Comment: This
certainly proved true.
5. There would be more interdependence promoted. Comment:
This has also proved true. Several teams or teacher
work groups have contributed significantly to the growth
of the teacher and/or morale.
6. The Situational Assessment Program would still fulfill the
expectations of accountability. Comment: I believe
"educational productivity and self-renewal" have been in-
creased, and therefore the program fulfills a reasonable
definition of accountability. School systems which define
accountability in other ways might have to examine this
program very carefully before implementing it.
7. The Situational Assessment Program would promote increased
self-control of subordinates. Comment: I have already
commented elsewhere on the success of the program in regards
to this important outcome. Argyris discusses the notion of
maturity as indicated by such characteristics as "inner
directedness " and "independence." The Situational Assess-
ment Program motivates teachers to "mature," to require less
external control and to gain more self control.
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8. The Situational Assessment Program mi^h^t stimulate teachers
to adapt teaching styles to student learning styles.
Comment: There is more teacher interest in the concept
of "matching models," but as yet there is little evidence
of its use in the classroom.
9. It was anticipated that the Situational Assessment Program
would be simple enough and inexpensive enough to implement
in most schools. Comment: Despite the extensive analysis
and documentation provided in this dissertation, Situational
Assessment would be relatively simple and inexpensive to
implement elsewhere.
As principal, I feel more accountable using a system which
1. Is appropriate to the needs of the faculty;
2. Improves morale,
3. Recognizes and rewards maturity (in Argyris' terms);
4. Give me more time to concentrate on fewer teachers who
can profit from my attention; and
5. Puts responsibility for growth on the individual.
I haven't minded giving up power or control, if in fact I ever
had a power so rarely used. Many of the faculty seem to feel honored
to be trusted with this responsibility, and some feel less "pressure,
less administrative display of power and control. Teachers seem to
be more productive and enthusiastic as a result of such innovations
as Situational Assessment.
All in all, then, the Situational Assessment Program is defi-
nitely superior to the traditional evaluation program we were using
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(and I believe most schools still are using). The Situational
Assessment Program is also superior to doing nothi ng (benign
neglect), which is sometimes the tradition in private schools
(Shoemaker, 1977 ).
As a leader I learned a great deal from implementing the pro-
gram, and this too is a benefit to be considered by another principal.
The diagnostic process reveals a great deal about an organization
which is useful in situations other than program implementation.
Because I chose to model a Situational Assessment Program, I
also had to assess myself. I became more aware of my leadership
styles and the needs of people with whom I work. I also became ac-
quainted with my own supervisory need, that is, my level of maturity
with regard to such tasks as self-appraisal, this dissertation, and
Chapel improvement. (The last, for example, was a task on which I
procrastinated until my team became very structured and assertive.)
Thus, the process of implementing this program revealed to me some-
thing valuable about myself and about the organization in which I
work.
Having concluded that the Situational Assessment Program is
clearly valuable at Punahou, it is also important to note aspects of
the program which merit attention and improvement. The process of
implementation was smooth and effective but slow. The force field
analysis should have shown me that the driving forces were more than
sufficient to implement quickly. However, I chose a slow partici-
pative cycle of change. What took place in four years could have
taken place in two years, it now seems to me, without significant loss.
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The workshop which should precede the initiation of a Situa-
tional Assessment Program is less effective than it should be.
Although I feel confident with the theory of Situational Leadership,
I have not yet given the necessary time and effort to this workshop.
As a result it has really been a lecture to the faculty; it has not
given them an opportunity to discuss and apply the concepts of
Situational Leadership except in their own Situational Programs.
As I now envision it, this workshop should be an excellent motivator
for faculty, something which affects not only their knowledge but
their attitudes, their enthusiasm, and their morale. Although my
lecture is highly rated as a lecture, I personally feel it is far
less effective than some workshops I have attended and less effective
than that of which I am capable.
The concept of maturity, as stated by Argyris and later
modified by Hersey and Blanchard, is a loaded term which must be
used with great caution. "Maturity" and "immaturity" have negative
and positive connotations which may lead individuals to select inap-
propriate supervisory quadrants. For example, a teacher who recog-
nizes that he needs structure and support may be unwilling to accept
that he is considered closer to immature than to mature on the con-
tinuum. He will often choose a higher quadrant simply to avoid the
negative connotations of immaturity. Kenneth Blanchard, has recently
(1981) developed new terminology for the Tri-Dimensional model dis-
cussed in this case study. A continuum of what he calls "Develop-
mental Levels" replaces the value laden concepts of maturity/immaturity.
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"Directive" replaces TASK and "Supportive" replaces RELATIONSHIPS.
This new terminology will improve the accuracy of self-assessment
into supervisory quadrants as well as making the leader effective-
ness concept clearer to novices. I strongly recommend that the
new terminology be learned and used by practitioners.
The process we currently use to heighten a person's awareness
of his own supervisory need is less effective than it should be,
though I am sure of how to make this process more effective.
Teachers (myself included) often assume that we are more mature
than we really are, especially in regard to structuring time. The
restraining force most frequently mentioned by faculty before under-
taking a Situational Program was lack of time; after the program
they mentioned "lack of structure" and "lack of time." My own ex-
perience is similar. In the last two years I have been warning
teachers to consider more carefully their own needs for structure.
In practice, for example, this means assigning someone else in the
group to provide necessary structure: to call meetings, to set
deadlines, to establish agenda, to draft surveys, etc. Too often
teachers see themselves as the kind of self-starters who will do
these things without any external pressure.
A similar problem exists for the Situational Assessment Program
coordinator, in this case myself. An early diagnosis has to be made
of the progress of each Situational team. My first impulse was to
assume all teams were mature and to provide little structure or
support. It became apparent that the principles of Situational
Leadership apply also to the team themselves. Some teams need
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structure, deadlines, and reminders. Some teams are very energetic
but insecure; they need support, encouragement, and reassurance.
Some teams are very independent and see support or structure as
unnecessary harrassment. Monitoring and diagnosing the different
teams requires imagination and time. Brief informal queries ("How
is it going?") as well as occasional brief written reports are
helpful. (I first request a list of team members and later a list
of goals for all teams. I use other "progress reports" for teams
which seem to need them.)
What I discovered was that the many Situational Assessment
Programs will not run themselves, because teams have different levels
of maturity. The Situational Assessment coordinator must use more
leadership styles than a traditional evaluator, who would probably
use one consistent style for everyone. (A consistent style is often
seen by teachers as a virtue for traditional evaluators.) The time-
demand on the leader, however, is lower for Situational Assessment
than for traditional evaluation and for contingency contracting.
The time demand is much lower than for some evaluation procedures
which require a pre-visit conference, a visit, a post-visit conference,
and a summary conference. (See, for example, Madeline Hunter, 1973.)
The problem of leadership has been mentioned elsewhere. In
order for the Situational Assessment Program to become institutionally
established, it will have to be associated with the organization,
not with me as an individual. Plans have been established for another
person, my assistant principal, to coordinate this program the year
after next.
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A final area for improvement lies in timing. We not begin
programs in September, with most programs ending in May. Because
extended contracts are given in late February, this reward for
Situational Assessment has to be given before the program is com-
plete. (If a program is foundering at this point we negotiate a
one-year contract in order to complete the program.)
The rush of assessment reports which come in during May pre-
vents the coordinator from giving attention, and more importantly
reinforcement, to each one. This reinforcement is necessary to re-
freeezing, the concept of Situational Assessment. Perhaps programs
should run January to January in order to alleviate the current
problems of timing. In any event, a shortcoming of Situational
Assessment as it now exists is that the process of refreezing is
not effective enough; a more effective program would, through more
continuous reinforcement, instill in teachers the desired behaviors
of self-diagnosis, goal setting, coaching, and feedback, which are
the necessary elements for growth.
CHAPTER VII
SUMMARY AND RECOMMENDATIONS
7.1 Summary
It is appropriate in this final chapter to summarize the
rationale and purpose of this case study. Situational Assessment
was conceived as an alternative to traditional teacher evaluation.
The review of the literature demonstrated that serious flaws exist
in assumptions which underlie teacher evaluation as well as in the
methods and instruments used to evaluate teachers.
Traditional teacher evaluation focuses on the rating and
review of teacher performance. Situational Assessment, by contrast,
focuses on growth. Review is less important in Situational Assess-
ment, and the essential activities of planning and day-to-day coach-
ing and counseling are emphasized.
Whereas traditional evaluation is based upon a single super-
visory style, Situational Assessment advocates varying the super-
visory style according to the needs of the individual being assessed.
Traditional teacher evaluation subjects the individual to consider-
able external control, while Situational Assessment enables a
teacher to require less external control and to develop more self
control
.
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Situational Assessment builds upon Situational Leadership,
developed by Paul Hersey and Kenneth H. Blanchard. This theory
argues that there is no "best" leadership style; appropriate style
depends upon the situation. Effective leaders are able to adapt
the amount of direction (task behavior) and support (relationship
behavior) according to the developmental level of followers (some-
times called maturity, or the ability and willingness to perform).
Situational Assessment proposes three basic supervisory styles, direc-
tive, collaborative, and non-directive. These styles may be linked
with the supervisory needs of each teacher, much as the Hersey/
Blanchard model proposes a link between leadership style and maturity
of follower.
The case study describes the rationale for Situational Assess-
ment, the diagnosis of the environment into which Situational Assess-
ment was introduced, the change strategies used in implementation, and
the pre- and post-studies of faculty attitude toward this program and
traditional evaluation. The study concludes with suggestions and
recommendations for those who might consider adopting such a program
in their own school s
.
7.2 Recommendations
The final section will be a series of brief recommendations
addressed in first person form to other practi tioners who might con-
sider implementing such a program. These recommendations will be
addressed to three groups: first, a superintendent, central office,
or a board of trustees; second, a principal or change agent; and
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third, the faculty. The recommendations to each group will include
both recommendations regarding the Situational Assessment Program
and recommendations regarding the implementation process.
Recommendations to Superintendents, Boards of Trustees, or
Boards of Education Considering the Implementation of a Situational
Assessment Program :
1. Make yourself aware, through consultation, briefing, or
research, of Situational Leadership theory and Situational
Assessment goals, methods, advantages, and disadvantages.
2. Compare Situational Assessment to the method of evaluation
currently in use.
3. Examine current legal requirements for teacher evaluation
(formative evaluation) to see if these requirements can be
fulfilled by Situational Assessment (formative assessment).
4. Examine the diagnosis of the specific environment into
which Situational Assessment is to be introduced. An under-
standing of Situational Leadership and style of teacher
evaluation will be helpful. (See 2.9 of this dissertation.)
5. Examine the plan for implementation and determine its
potential effectiveness in this specific environment.
6. Interview the change agent, principal, or coordinator to
determine whether he or she is prepared to implement this
program. Use the list of "Recommendations to Situational
Assessment Coordinators," as part of the review process.
For example:
a. Has the implementor initiated a program for himself
or
hersel f?
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b. Is the implementor familiar with varied styles of
supervision and different instruments of evaluation?
6. Whenever control is delegated, there exists the possibility
that those in power will experience feelings of powerless-
ness (Grenier, 1972). Consider carefully any decision to
delegate responsibility in relation to your own philosophy
of control and accountability.
Recommendations to Principals, Change Agents or Coordinators
Considering Implementation of a Situational Assessment Program:
1. Acquire a general understanding of research on teacher
evaluation and style of evaluation.
Suggested reading: W. Healy, "Situational Assessment,"
Chapters I and II; C. Glickman, "Developmental
Supervision"; N. L. Gage, "The Yield of Research
on Teaching."
2. Study the rationale for and design of Situational Assessment.
Recommended reading: W. Healy, "Situational Assessment,"
especially 1.2, 2.6, 2.7, 2.8, 2.9, and 3.7;
Hersey and Blanchard, Management of Organizational
Behavior
,
Chapters 4, 7, and 11.
3. Make a careful diagnosis of the target environment, including
a. Leadership style(s) as perceived by teachers;
b. Teacher preference for styles of leadership;
c. Leadership effectiveness;
d. Teacher attitudes toward current method of evaluation.
(See Healy, "Situational Assessment," diagram 3.1 for
a sample survey.
)
Suggested reading: Hersey and Blanchard, Management of
Organizational Behavior , Chapters 5, 6, 7, and 9.
4. Involve some representatives both from higher levels of
administration and from the faculty in deciding whether or
not to implement Situational Assessment.
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5. Consider the diagnosis of the environment and the philosophy
of Situational Assessment to decide whether to implement
the program by means of coercion or participation. Do a
force field analysis which enumerates the driving forces
and restraining forces. Outline steps and strategies to be
used in implementation.
Recommended reading: Havelock, The Change Agent's Guide
to Innovation in Education (1973) ; W. Healy,
"Situational Assessment," Chapters 4 and 5; Hersey
and Blanchard, Management of Organizational Behavior
,
Chapter 10.
6. Set up a Situational Assessment Program for yourself. Have
faculty on your team. See "Recommendations for Teachers
Considering a Situational Assessment Program."
7. Prepare a workshop for faculty on Situational Leadership.
(Alternative: Have an outside consultant lead this work-
shop. Least preferred alternative: Use the Gordon Cawelti
ASCD videotape on Situational Leadership.) The final section
of the workshop should analyze traditional teacher evaluation
as a leadership style and then outline the Situational Assess-
ment Program as an alternative to traditional evaluation.
8. Learn the new terminology which replaces concepts such as
maturity. For example, "Developmental Level" replaces
maturity and "Supportive Behavior" replaces Relationships
Behavior. The new terminology will be clearer and more
amenable to teachers.
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9. Prepare a second workshop on how to establish a Situational
Assessment Program. Much opportunity for discussion should
be provided. Teachers who have experienced Situational
Assessment should be invited to share their experiences.
This workshop should present
a. A definition of Situational Assessment;
b. A comparison of Situational and traditional evaluation
and methods;
c. Sample supervisory styles (directive, collaborative,
non-directive)
;
d. Methods or instruments whereby teachers can determine
appropriate supervisory needs (how to form an appro-
priate Situational team);
e. A sample list of data collection and feedback strate-
gies appropriate to supervisory style (observation,
survey, non-obtrusive instruments, Flanders Interaction
Analysis, etc.);
f. Sample goals for teachers;
g. Sample programs or personal reports on programs;
h. A minimal list of reporting dates (Consider a January
to January period for the Situational Assessment Pro-
gram. See W. Healy, "Situational Assessment," 6.6);
i. Any sample forms and formats for final reporting, if
that is necessary in your model.
10. Monitor the Situational Programs which are established, at
first by simple progress reports. Get to know the needs of
each team for TASK and RELATIONSHIPS. After initial reports,
attempt to respond to each team according to its own needs.
11. Remember, your goals should be to assist each team to re-
quire progressively less external control and to gain more
self control. Reward successive approximations.
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12. Study final reports carefully and reward successes whenever
possible. Your goal here is to refreeze the new behavior,
to encourage each teacher to make diagnosis, goal-setting,
team building and feedback on an ongoing process in his
or her teaching life.
13. Be aware of the attitudes of your immediate supervisors.
Delegation of responsibility (and control) can become a
problem of considerable magnitude, especially if Situational
Assessment appears to be successful. It is conceivable
that the success of the teachers will be seen as a threat
to supervisors.
Recommended reading: Grenier, "Evolution and Revolution as
Organizations Grow."
Recommendations to the Teacher Considering a Situational Assess-
ment Program :
1. Go to the workshops on Situational Leadership and Situational
Assessment. Participate with an open mind, attempting to
apply the principles discussed to your teaching as well as
to assessment.
2. Compare the Situational Assessment Program to the current
program of evaluation as you perceive it.
3. If Situational Assessment is mandated, or if you choose to
participate, make every effort to know yourself , especially
to know your own needs for leadership. In what environment
do you actual ly (not ideally) work most effectively?
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4. Select people for your team (two to four are suggested) who
will best provide for your needs. If you want them to
provide structure instead of you providing structure, make
this clear at the outset. If you feel rewarded by a warm,
encouraging, "chatty" environment, select people accordingly.
Consider parents of students, students, university pro-
fessors and others as well as peers when forming your team.
5. In your first and second meeting with the team:
a. Devote some time to analyzing your own supervisory needs.
Either tell your team or make this a group diagnosis
project.
b. Decide on goals. Either tell your group or make it a
group diagnosis project. Goals can be of two kinds:
(1) general assessment of strengths or weaknesses;
(2) modification of behavior in specific areas (for
example, (a) you would like to talk less during
discussion; (b) you would like to be perceived
as friendly; (c) you would like students to per-
ceive your feedback as helpful). Choose no more
than three or four specific goals.
c. Decide on how the team will gather data and provide
feedback. Pre- and post-surveys might be useful in
(b) and (c) above. The Flanders Interaction Analysis
might be used by team members for (a). Classroom ob-
servation is a classic method of feedback, but it is
by no means the only method, especially if you feel
tension as a result of "obtrusive" techniques. Con-
sult the sample list of feedback methods provided in
the workshop.
d. Decide on a meeting schedule for your team if this is
appropriate to your program. There will be some short
progress reports and a final report due at the end of
the program.
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6. One goal of Situational Assessment in general (in addition
to your own specific goals) is to enable you to require
progressively less external control and to gain more per-
sonal control of your life as a teacher. Have fun!
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APPENDIX A
RESPONSE TO WIN HEALY'S LECTURE/WORKSHOP
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Diagram A.l
Response to Win Healy's Lecture/Workshop
September, 1977
My response to your comments today: (No name required)
clear 36/57% 17/26% 6/10% 3/5% 1/29% unclear
fair 40/63% 12/19% 8/13% 1/2% unfair
convincing 41/62% 9/14% 1/14% 6/9% 1/2%
N/A 2/4%
unconvinci ng
enough 45/67% 14/21% 2/3% 3/3% 3/4% 1/1% too few/many
examples examples
express
genuine 43/66% 14/23% 8/12%
convey
little
interest interest
pertinent 41/62% 13/20% 8/12% 1/2% 3/5 % irrelevant
informed 47/70% 14/21% 6/9% uni nformed
One faculty member
,
long opposed to evaluation, wrote this
unsolicited note: "Your meeti ng yesterday struck me as one of the
best faculty meetings I have attended at Punahou. You gave me es-
sential problem clarity, and you pushed the faculty in the direction
which should benefit the school immeasurably. More, you conducted
yourself with candor and humor, and set a very affirmative tone.
What I liked best of all was seeing the person who leads what we do
here demonstrate beautifully how to be open and responsive. Applause.
APPENDIX B
DEFINITION OF TERMS
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TECHNOLOGY, LONG-LINKED: This technology features "serial inter-
dependence." (Act B can be performed only after completion
of Act A, which in turn rests upon Act X and so forth.) The
original symbol of this is the assembly line. (All definitions
of technology derived from Thompson.)
TECHNOLOGY, MEDIATING: The primary function of this technology is
to link clients or customers who are or wich to be interde-
pendent. This process requires operating in standardized ways
and extensively (with multiple clients, over time). Example:
Banks
.
TECHNOLOGY, INTENSIVE: A technology in which a variety of techniques
is drawn upon in order to achieve a change in some specific
object, but the selection, combination, and order of application
are determined from feedback from the object itself. Example:
Intensive Care Hospital.
EFF I C I ENCY TESTS : These tests measure whether a given effect (maximum
outcome) was produced at least cost in resources (teachers, time,
facilities, materials). The results of efficiency tests are
more tangible and less disputable than other tests. Example:
Teacher A, using technique B (Performance Objective Program)
teaches maximum number of students (200) to point where all
achieve 750 or above on SAT Math. (Given: that objective is
nothing but 750 SAT M; technique B is the most effective method;
and maximum number of students is definable by research.)
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INSTRUMENTAL TESTS: These measure whether a given effect (desired
outcome) was produced regardless of cost or cause/effect know-
ledge. This measurement is less strict in that causal relation-
ships need not be identified, and cost is not a factor.
Example: Teacher B, using technique C, teaches 100 students
to point where all achieve 750 or above on SAT M. (Given:
that objective is nothing but 750 SAT M.) Other methods might
be cheaper, shorter, or require fewer teachers, but instru-
mental tests will not measure this.
REFERENCE TESTS: These are subjective measurements either of sub-
jectively determined outcomes or subjectively determined cause/
effect relationships. Example: Students, peers or administra-
tors rate teacher C as "fair" in four characteristics: listen-
ing, dress, interest, and knowledge. Consequently the teacher
is labeled "ineffective." Note that this test makes assumptions
about cause/effect and uses different raters.
APPENDIX C
ANALYSIS OF DATA FROM SURVEY OF ATTITUDES
TOWARD TRADITIONAL EVALUATION AT PUNAHOU
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To understand the statistics and graphs, please refer, as an
example, to the summary for question III, b, "Satisfaction/Dissatis-
faction with the Frequency of Evaluation Feedback at Punahou." The
first category (1-7 years of service) had 31 respondents of which 16,
or 41% of the 1-7 respondent group, were most positive (the far left
response on the six choice scale). "8+" indicates the second
respondent group, those with eight or more years of service. Of
this group, 31 responded (recall that the total for each of these sub-
groups is 35) and two of these 31 (6%) responded on the far right or
most negative ("frequency unsatisfying"). In the "total" line, on
the right of the positive/negative box, is a figure which indicates
the percentage of the total respondents which were positive or
negative.
The following diagrams and analyses, made on questions 1 1 1 -V I
,
supplement the original assumptions underlining the need for a
Situational Assessment Program.
The information derived from a survey of faculty attitudes
toward the frequency of evaluation ( 1 1 1 - A) was very much as expected.
Sixty-eight percent of the younger faculty (the group labeled 1-7
is hereafter called Group I and the group labeled 8+ is hereafter
called Group II) had been evaluated ten or more times in each year
of their service at Punahou. Only 23% of Group II had been evaluated
ten or more times. The narrative comments indicated that the two
persons in Group II having been provided feedback 25 times or more
counted any comment from fellow teachers, administrators or students
as evaluation feedback).
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Recognizing that there would be a decrease in evaluation
feedback after the third year at Punahou, we checked the responses
to this question on the part of the 22 teachers who had been at
Punahou four years or less. Of these teachers, 17 (77%) reported
they had been provided feedback ten times or more, supporting the
generalization that probation teachers are provided closer, more
structured, and more frequent evaluation than our teachers who have
received extended contracts.
The attitude toward the frequency of feedback provided some
surprises. One hundred percent of Group I were positive about the
frequency, with 46% of them rating the frequency in the highest
scale possible. In contrast, 68% of Group II were positive, and
only 23% of them rated the frequency in the highest scale possible.
We were interested to find out if those in Group II (32%) who felt
negative about the frequency preferred that they be evaluated more
frequently or less frequently. Although it can't be determined how
those particular people felt, reference to question V.d, indicates
that a majority of Group II would prefer less frequent evaluative
feedback. Keeping in mind that the veterans in Group II are visited
less frequently than those in Group I, the beginnings of a dichotomy
can be seen: Group I teachers were visited more often, were provided
more evaluative feedback, and were more satisfied than the faculty
in Group II, which got less evaluative feedback and would have
preferred feedback even less frequently.
Frequency
of
Evaluation
Feedback
at
Punahou
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It was interesting to compare the responses to this question
(accuracy/inaccuracy) with responses to IV. 3 (candidness). In gen-
eral, the vast majority of faculty from Groups I and II were sub-
stantially positive about the accuracy and candidness of the eval-
uative feedback which they had been receiving.
A substantial number of faculty also felt that the feedback
had been helpful rather than harmful. Almost half (41%) of the
teachers in Group I ranked helpfulness in the most positive scale,
and 79% of them ranked it in scales 1 or 2. There were no negative
responses in Group I. Group II had four negative responses, hardly
significant but nevertheless typical of the veteran group's somewhat
negative and skeptical attitude. The fact remains that over 70% of
both groups ranked the evaluative feedback as being helpful in one
of the two highest scales.
On the issue of whether the feedback had been sensitively or
tactlessly stated, the responses were relatively less favorable,
although still basically positive. Seventy percent of the faculty
ranked "sensitively stated" in the two most positive scales, with
Group II slightly more favorable than those in Group I. Approximately
the same number of veteran teachers gave negative reponses to this
question as they had to the earlier two. For the first time, how-
ever, teachers in Group I showed more negative feelings, with six
teachers (17%) using the two most negative scales. We might con-
clude from this that although the younger teachers felt that feedback
had been accurate and helpful, 20% of them were negative about its
sensitivity to their needs. One theory might be that they need more
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socio-emotional support, more attention paid to their feelings in
their evaluations as they became somehwat more mature.
The question of objectivity also indicated a relatively high
amount of negative feeling (20%) compared to other questions.
Although 69% of Group I ranks objectivity in the two most positive
scales, only 57% of Group II are that favorable.
On the negative side, Group I dominated with slightly over
half of the negative votes. Thus, for example, younger teachers
felt positive about the accuracy and candidness of the feedback,
but 20-25% of them also felt that it was to some extent tactlessly
stated and biased or judgmental. While Group I teachers had received
some negative votes on each question, there were relatively more
negative choices expressed on the question of objectivity than on
any other.
In addition to the observation already made about candidness,
it was interesting to note that only two people out of 70 ranked
evaluative feedback as being to any degree not candid and, as in the
case with accuracy and harmful ness, there were no choices made of
the most negative rating scale.
Both groups perceived the pertinence of evaluative feedback
favorably (86% positive) although not as favorably as they perceived
"accuracy," "helpfulness," and "candidness." Group II was less
positive than Group I (81% versus 91%) and 67% of the negative choices
were from Group II faculty members. It should also be noted that
two-thirds of the negative votes were in the least negative scale.
Satisfaction/Dissatisfaction
with
Frequency
of
Evaluation
Feedback
at
Punahou
244
CD ^ sC
*r— co oo
— v. „
4-
LO O CM C\J
•r—
+->
fO
CO
c
-—
.
>> CO cr^O 1— 00
c ^ -
QJ o lo cn
c
r
cu
S-
Ll_
,—
.
'
o
r- 00
— —
O OO LO
s-s s? •
i— CO
i— i— cn
'— — —
-
OO
CD
C
•i
—
OO CM 00
,>3 OO OO
<+- > -*
-V
co
• r CD O LO
4-> i— i— CM
fO
OO
>3
CJ . . /—** ^-N
c
O) co oo cn
=3 •=3- CM OO
cr " ' —' *. *
0)
i- co oo
Ll_ r— CM
CO
+->
CO <U
•o LO i— CO
S- C OO OO CO
Q) O
-Q CL
E CO
=5 QJ
sr cc
cu
o
•r—
>
s_
QJ
OO =3
o
4-
-d n—
O 0
3
r-^ o3
e 1 + +J
CO =3 r— 00 O
S- CL l—
rc5
QJ O
>- +->
The
Quality
of
that
Feedback
245
CD
+->
ra
i~
3
u
o
CO
CD
+->
rO
s_3
o
ac
ro
.8
to
4—
-M
O C
CD
s- -a
c
o
E o-l3 toZ CD
OC
CD
a
• i
—
>
S- 3
o
ra
4- C
O 3
Ol-
io
S_ O
ra +J
CD
>-
cn
O o O
to ro
O c\j c\j
oo ro to
CO i— 'T
cn
S-S 'O' LO
CO CXJ r—
CXI CO o
to LO
LO LO
ro lo co
<XJ r— CO
O *0" >
—
CXJ CXI (XI
1^ 00 LO
lo cn
ro ro to
ra
r-^ -M
i + o
r- OOh
ra to
O O O
5-S
to ro
O c\] CXI
to ro
O CXJ CXJ
3
4-
Cl
CD
ro
cn
CXI LO co
CXJ I— I—
r— lo cxi
oo co ro
ro <3- •tj-
cxj to CO
i— >— CXJ
i— sj- cxi
^j- cxj ro
ro co
cxi
cxj ro lo
ro ro to
-a
CD
ro
to
to
CD
4->
CJ
to
T3
CD
+->
ra
+->
to
ra
n- +->
i + o
r— 00 I—
<Hi
1^
ro r—
^j- <s*
i— ro cn
LO to
cxj
rOr-N
I— ti" LO
CXJ
CO
o-S^
>— cn
cxi
lo ro co
s-s
to to LO
cxj ^ ro
cn lo <0-
ro co
ro ro to
ro
r". +->
i + o
>— 00 I—
ra
4->
c
g
03
•a3
•<->
J-
o
TO
c
ro
T3
CD
to
tO
CO
o
CXJ
fc*
ro to <3-
cxj ro
*3-
— ro cn
lo to
to ffi N
cxi ro lo
cr«O
CO
'O- tO
cn cxj >—
ro oo
crs
ro to o
a- ro
lo cxj r-.
CD | CXJ CD r— <— CXJ
> >
•i
—
•r-
4-> +->
•r- /^N x n o / V^ s —
X
U1 CD S-S 53 53
c o o LO •r-? tO i— "O’
CD ^ oo ro -Q CXJ CXI CXJ
OO ^——
'
O '
—
, o . cn x. to
O 1— «
—
CXJ
-o >
lo ro co
oo ro to
ra
+->
o
CO
Diagram
C.3
(continued)
246
X) 4->V— ca 03
c: >
03 a>U 5-5
C\J a>
-Pn • t- CO CMw
s:
.
•r—o o o O i— r—
>>
r—
+j
^ ''—
N
5^ $9 O 69 £9CO 1
—
ZI to CO
Or— i—
• O CM CM
’
^
r '
C?9 &9 • 69 o 69CO 1 03 i— 03
*"—' '
O r- r— • CO co to
69 69
fx. • to
03 00
,
^
S-S 69 69 • 69 69 69ONW o to COCM i— CM • CM r- r—
' '
—
03 Ln ^j- rv LO CM
r" ' 1
„ ,, S<1 s +J ^
69 Sr9 69 C 69 69 69
to CM CO <L> CO CM CM
«d- LO <vt- C *cf- *3"
s— '—r v—
'
«r x / > ^x *
+->
CO LD i S- LO CO CO
1
—
1
— CO aj i— i— cm
CL
a >3
•r— ^ "" ^ .
-o 69 59 ??9 +-> 69 69 69
c O N to 03 CO tO
03 CM CM CM O CM CM CM
C_> Z ——'—
-
. o I--, r-^ • o
a) i— r— <+- r- r—
to
4->
O C
aj
S- -O
QJ C LO 03 LO i— tO
-Q O
p: a ro cm to CO co to
=3 to
z: a>
a;
a>
o
i
—
>
S- 3
03 1
,
4- C 03 03O 13 +-> r-. +->Q. 1 + o l + o
to '
— CO 1 •— 00 i—
S- O
03 +J
cu
>-
247
indicating a milder response than, for example, the response to the
question on objective/judgmental.
Although the ratings of the quality of evaluative feedback at
Punahou were in all cases positive (80% or better) there was a
relative decline in the degree of positive feeling in the "overall
response to Punahou 's evaluation system as it applies to me." This
may have indicated a failure of the survey to identify the locus of
the problem. It may, on the other hand, simply have indicated a
resistance to the concept of evaluation or to the usefulness of
evaluation to the teaching faculty.
It was interesting to compare the ratings of "very worthwhile/
useless" to the ratings of "mostly pertinent/mostly irrelevant" in
section IV. While 86% of the faculty felt that evaluation had been
most pertinent, only 74% felt that it was very worthwhile. Of those
who felt it was worthwhile, 58% of Group I ranked it in the highest
two scales whereas only 42% of those in Group II did so. For the
second time on any of the questions there was a relatively even spread
among the negative choices, although Group II teachers as usual were
more negative than Group I.
The faculty was more positive (81%) about their perception of
the helpfulness of evaluation than on any other question in this
section. Group I teachers again were more positive (71% in the first
two scales) with Group II being more spread out across the scales.
For example, only 7% of Group II faculty were most positive on this
question although 76% were in some way positive.
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The percentage of those who were positive declined when
asked whether they were "happy" with the evaluation as against
whether it "caused problems" for them. There were an equal number
of negative responses from Groups I and II. It should be remembered
here, however, that the "problems" which evaluation causes may be
very different between the two groups.
Finally, it was clear that almost half of the faculty (45%)
would have preferred fewer visits or formal evaluations. Here it
was interesting to note that although Group II teachers had been
visited fewer times than Group I, only 38% of them would have
preferred more visits. On the other hand. Group I, which had re-
ceived more visits than Group II, would have preferred even more
visits. This indicated that one problem with traditional evaluation
at Punahou was not necessarily the same as at other schools. That
is, many schools have time for no more than one or two brief visits
per teacher per year and faculty members feel that administrators
make judgments on inadequate data. Over half of Punahou's faculty
were dissatisfied with the frequency of evaluation; the problem was
to identify which teachers would have preferred more visits and which
would prefer fewer. This suggested the need for a Situational
Assessment Program.
It was difficult to compare the results of question VI and
question V. Because 21 faculty members preferred not to vote on
question VI, claiming that they had no first-hand knowledge of how
others felt, analysis of the results could have led to inaccurate
interpretation. For example, only 61% of the voting faculty had felt
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that the evaluation system was very worthwhile to others whereas
74% had felt it was worthwhile to self. While this may appear to
be a significant drop in attitude, it may well be that the faculty
who were positive preferred not to vote on this question, which
would change the percentages significantly.
Nevertheless, this question revealed some relevant feelings.
For example, ten teachers in Group I were negative to some degree
about Punahou's evaluation system as it applies to others. In
spite of the fact that more of this same group voted on the same
question in section V (application to me), fewer were negative in
section V than in section VI. In other words, in question V seven
people out of 35 voting in Group II were negative (felt more that
evaluation was useless as applied to self) as compared with ten
people out of 28 from the same group who were negative (felt that
evaluation was to some degree useless as applied to others )
.
The same phenomenon took place in the question on helpfulness/
harmful ness. In spite of the fact that fewer voted from Group II
on section VI, there was an actual increase in the number who were
negative (who felt that evaluation was to some degree harmful as
applied to others). In Group I the number rbse from five to seven,
again representing an increase in negative votes in spite of a
smaller number of voters.
In question IV. c and V.c, the number of Group II teachers who were to
some degree negative (causes problems for others) actually doubled to
16, from the eight who felt that the system caused problems
for self.
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Almost half of the veteran teachers who voted (47%) perceived that
the evaluation system is harmful to other people.

